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Preface 


It is a frequent remark that where an intending or, indeed, an 
established teacher does not shine or is positively falling short the 
reason may not always be simple classroom ineptness, still less a 
lack of detailed subject knowledge. Conscientious good intent may 
be there, and even a liking for children. 

What so often fails is confidence in any long-term sustainable and 
at the same time clearly achievable purpose. Terms such as 
aimlessness, demoralization or anomie are too strong; automatism 
and lack of conviction are nearer the mark. In this regard, teachers 
have a problem not shared by most other professions. Doctors, 
businessmen, bricklayers and others will be in little doubt about 
what they are trying to achieve and not short of daily indications of 
how well they are succeeding. Press a teacher on these topics and 
the response will often be embarrassment or evasion. 

Many teachers with the perspective of experience do, of course, 
have aims which they see themselves as fulfilling over time. But 
they keep fairly quiet about them. Possible educational aims are 
various and may be contentious. Expression of them may appear 
naive or bear the hubris of self-importance. No one wants to tempt 
Providence, or be thought guilty of preaching for the benefit of 
younger colleagues. 

Tutors too may have reasons for reticence in the matter of aims. 
In the climate of Academe these days, whatever is not empirically 
demonstrable or in tune with a certain ideology is suspect. So aims 
are not discussed. We lose belief in their reality and their relevance, 
and find refuge in the routine of day-to-day objectives, or distant 
ideals which we may dream of but can do little to advance. 

Such observations have been the motive for writing the present 
book, in which I attempt to review such earlier writings on aims as 
may be found and consider some more recent directions in 
educational policy. Writers on education are nowadays chary of 
acknowledging any particular discipline, but I have drawn heavily 
on the work of philosophers. The important task seemed to be to 
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clarify what our aims should be, rather than simply discover how 
far they were endorsed by this or that section of the population. 

My indebtedness to many writers will be obvious and, I hope, 
normally made clear. What is owed to discussion with students and 
colleagues can be less easily identified. I dare say, and readily 
acknowledge, that one or two who read what follows may 
sometimes come upon reflections that seem to belong to both, or 
even a whole group, of us. 

I cannot conclude this preface without a special word of thanks 
to Philip Snelders, with whom I have worked on a number of 
Projects over the years, and whose comments and encouragement 
in the writing of the present book have been most valuable. 


vi 


PART I 


Introduction 


Chapter One 


Aims: Who Needs Them? 


Why Should Teachers Concern 
Themselves with Aims? 


If we ask what is presently the most serious shortcoming of the 
teaching profession, we shall almost certainly be told by many of 
Her Majesty’s Inspectors, Local Authorities and politicians that it is 
that many of its members lack the necessary skills to do the job that 
is required of them. New teachers, and those older ones who have 
remained on the lower rungs of the promotion ladder, are 
supposed to lack certain ‘classroom skills’ while those whose 
ambitions have taken them further in their careers are held to lack 
the ‘managerial skills’ appropriate to the running of complex 
organizations. 

This all sounds very modern and businesslike. The malaise is 
diagnosed in terms of the shortcomings of individuals. These will, 
of course, require much effort to put right, but do not demand any 
embarrassing reflections either on the general way we run our 
schools or upon what we are attempting to achieve by their means. 
Teachers must simply spend more time learning the supposed 
skills of the classroom and, incidentally, less time thinking about 
the nature, significance and social and political role of the lifetime’s 
work on which they are about to embark. 

No doubt there is much sense in all this. A teacher who cannot 
plan a sensible lesson at the right level for a particular group of 
pupils or devise a variety of tasks and activities that can be 
accomplished in the time-tabled forty minutes, or whatever, has 
something to learn. So has he if he cannot write quickly and legibly 
on the blackboard, or deal effectively with lively third-formers who 
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insist on playing the fool. These are elementary parts of the 
teacher's stock-in-trade which all members of the profession must 
possess. It is doubtful, however, ifall so-called ‘ineffective teachers 
and positively miseducative schools will be transformed by these 
means alone. i 

Where the educational experience being offered to pupils is 
unsatisfactory the problem may lie, not simply in clumsy or 
unskilled performances, but in the lack of any sense of what the 
point is in teaching a particular lesson, a particular subject or, 
indeed, in the educational enterprise as a whole. 

No doubt it is naive to suppose that if only we get our aims 
straight, the rest will follow. But even this contains an element of 
truth. Skills are more readily acquired and more aptly applied 
when they are seen to be linked to some desirable end. Teachers 
undeniably need their armoury of knacks, dodges and elements of 
personal style acquired in the course of training and experience. 
But with equal urgency they also need a collectively acceptable 
rationale for the many activities and diverse aspirations in the 
pursuit of which they are engaged. 

There is, of course, no single overriding goal which all of us 
engaged in the activity of education should be striving to achieve. 
On the contrary, there are many legitimate and proper aims which 
may be pursued under the aegis of education, and things often go 
most wrong when this fact is forgotten. It is therefore proposed to 
examine various candidates for the status of educational aims that 
are commonly advocated, or tacitly assumed. 

The teaching profession, it will be suggested, needs to be in 
possession of a body of understanding of the educational enter- 
prise and its various objects which, as far as possible, commands a 
measure of general consent among rational and responsible 
practitioners, in order to meet the requirements of principled 


co-ordination on the one hand, and an appropriate degree of 
self-direction on the other. 


Life in the Classroom: 
Other-Direction and Self-Direction 


Reference to self-direction may come as a surprise to many readers 
of this book. Those who have yet to undergo their first teaching 
experience in school may expect to receive fairly explicit instruc- 
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tions about what they are to do, even on a day-to-day basis, over the 
first few years. Their anxieties will be less about deciding what to 
do than about whether they will be capable of performing what is 
required of them by others. f 

Now it is certainly true that the teacher may be given a textbook 
whose content he is expected to transmit, and even told the rate at 
which it is to be transmitted. More likely than in the past, the 
individual teacher or even the whole department may be expected 
to follow a syllabus worked out by someone else — or by a 
committee of which the teacher may or may not have been a 
member. 

In recent years both national and local inspectorates have taken 
to issuing curricular frameworks and subject guidelines. This has 
encouraged the impression of the education service as a hierar- 
chical bureaucracy in which aims are expressed at the ‘top’, these 
being transmitted downwards as demands which are to be met by 
acts of compliance below. And, of course, the student on teaching 
practice will find his friendly neighbourhood head of department 
or class teacher ready to help him with the detailed planning of his 
first few lessons. 

He will, however, probably be surprised to find how reluctant 
his older colleagues are to tell him what to do with any precision. 
Professional tutors are unlikely to articulate educational policies of 
general application. Their valuable and often very welcome advice 
is more likely to concern the amounts of time and energy to spend 
on preparation and marking, how to deal with awkward situations 
with particular pupils or other members of staff, what the local 
tules and practices are in relation to dress, movement and 
Sanctions, and so on. 

Itis to be hoped that those drawing up curricular guidelines pay 
some heed to overall educational aims, but such guidelines offer 
little help in deciding which of many possible aims one ought to be 
giving emphasis to at a given time. Here and now, the teacher may 
need to decide whether a certain pupil should be treated rather 
sharply because his behaviour and perception of himself and 
others is no longer socially acceptable, given his head to develop 
his sense of personal autonomy, made to get down to some serious 
work for the sake of his vocational future, or encouraged to stop 
Stuffing his head with facts in order to reflect upon his work in a 
more detached way. From a logical point of view, the notion that 
talking about aims is Not very practical cannot be sustained. One 
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cannot even begin to be practical or make sensible decisions about 
what one should be doing or how one should be doing it without 
some idea of what one is hoping to achieve. Practical activity, even 
of a simple kind, cannot be conceived of without the notion of an 
end in view. 

This does not mean that teachers constantly have to spend a great 
deal of time discussing their aims with each other. Often these will 
be obvious enough. Also, part of the point of considering the 
question in depth in a detached way during periods of initial and 
in-service training is to ensure a measure of clarity and mutual 
understanding between members of the profession, so that 
fundamentals do not have to be constantly thrashed out de novo in 
the heat of a busy term. 


The Scope of Educational Aims 


Even people with such apparently clearly defined missions in life as 
policemen, doctors, prison warders and businessmen might gain 
more real benefit for themselves and others if more time were 
spent considering the ultimate purpose of their activities, rather 
than in achieving crude efficiency in the performance of their more 
immediate tasks. This is even more true for educators because of 
the far greater range of possibilities open to them. Doctors may 
choose between preserving life and preventing pain, businessmen 
between short- and long-term profit, and policemen between 
strictly enforcing the law and creating good community relations. 
But their options are relatively limited. 

What teachers can achieve is restricted by what children are able 
or willing to learn, but the range of goals they may set themselves, 
and indeed have set themselves at various times, is almost limitless. 
There is scarcely any aspiration for good or evil which they cannot 
in principle seek to forward in the course of their work. Before 
considering a number of the more widely supported educational 
aims, however, it will be helpful to distinguish between the notion 
of an aim and two concepts with which it may easily be confused, 
namely that of an ideal and that of an objective. This is done not 
from sheer pedantry but because it is convenient to use these terms 
to refer to rather different things which, if not kept apart, tend to 
foul up discussion and obstruct the business of tackling the issues 
which really concern us. Our interest is in aims rather than in either 
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ideals or objectives and the drawing of clear distinctions between 
them will enable us to exclude these latter from our discussion at 
this early stage. 


Aims Are Not Ideals 


No doubt many, if not most, people have ideals of some sort, be 
these the ideal home for one’s retirement, the ideal marriage 
partner or the ideal society in which all are equal, free and well 
cared for. This, in itself, is obviously no bad thing. If the alternative 
is self-satisfaction and complacency, let us have ideals by all means. 
The problem is that the terms ‘ideal’ and more especially ‘idealist’ 
have managed to get themselves a bad name, for a number of 
reasons. 

For some, an idealist has become synonymous with an impractic- 
al dreamer who thinks the ideal world he yearns for is already with 
us, or is just around the corner, and consequently fails to protect 
the practical interests of himself and those who depend on him. A 
teacher whose ideal was an educational system without examina- 
tions and, as a result, failed to help his pupils gain the qualifications 
they needed for the jobs they eventually wanted to do, or the 
advanced courses they hoped to follow, would be an ‘idealist’ of 
this sort. 

Sometimes the term ‘idealist’ may be used to refer to reformers, 
politicians and other dedicated individuals who pursue their ideals 
of religious dedication, artistic achievement, truthfulness or social 
justice regardless of the cost in suffering to those around them. 

So much for those who are sincere in their idealism. The other 
side of the coin is that many people may, in some sense, possess or 
hold ideals without this actually having much effect on what they 
do. This, no doubt, is a harmless, much satirized and largely 
inoffensive foible. More trouble is caused by the variant of this 
species who not only has ideals but will not shut up about them, 
and who gives himself airs on the strength of them, as if uttering 
virtuous ideals entitled one to the same degree of respect as a life 
actually devoted to virtuous conduct. The ‘idealistic ex-teacher 
who despises his former colleagues for ‘compromising aie 
mixed ability teaching when he himself has escaped from the 


classroom would be an example of this. 


Aims and ideals have often been confused by those who write 
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about education, and this has led to much misunderstanding. It has 
been largely responsible for the unpopularity and even embarrass- 
ment that tends to surround the discussion of aims, and this in turn 
has led to a number of important questions remaining unex- 
amined. 

The significant feature of ideals is not that they cannot be 
reached. Indeed, it will be argued that our most important aims are 
such that they may not be susceptible to complete fulfilment. It is 
rather that, being the embodiment of perfection in an imperfect 
world, their espousal readily lays one open to the charge of being a 
fool, a fanatic or a hypocrite. 

This is not the case with aims, at least in the sense in which I 

propose to use the term. Aims may be either good or bad. To 
corner the market in an essential drug in order to increase one’s 
firm’s profits is as much an aim as is the promotion of, say, adult 
literacy. Aims may be modest, or they may be ambitious. A teacher 
may aim to bring about a small improvement in the oral 
communication skills of a notoriously sullen group of fourth- 
formers. The aim — and I mean the aim, not the ideal — of a 
particular organization may be to promote the cause of equal 
educational opportunities. To be guided by aims implies neither 
impracticality nor insensitivity to the aims, interests or wishes of 
others. Aims are not dreamy visions of a distant state which we may 
or may not be doing something to bring about. Typically, they may 
be pointed to as explanations of actual conduct, providing the 
rationale for a particular action or activity. The conduct or activity is 
made sense of as a positive and deliberate step in achieving the aim 
in question, and clarification ofa group's or an individual's aims, far 
from being impractical, may well be the first step in improving 
efficiency. 

Aims may be pursued ruthlessly, but they may also be pursued 
prudently and ina spirit of compromise and consideration for the 
interests and legitimate aspirations of others. To compromise over 
an aim does not imply the same moral falling short as compromis- 
ing over an ideal, nor do aims run the risk, as do ideals, of excusing 
conduct which we should otherwise recognize as unacceptable. 

One may, of course, be as hypocritical about one’s aims as about 
one’s ideals. If an eminent politician visits South Africa his aim may 
be to crusade against apartheid, or it may be to capture his 

country’s liberal vote in the next round of elections. But to state 
one’s aims truthfully and to urge others to join one in promoting 
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them is less offensive than parading one’s ideals and implying 
some moral inferiority in those who do not share them. 

If this evident distinction between aims and ideals has been 
blurred in the field of education, it is partly because certain writers, 
who were not invariably classroom teachers (Russell, 1926; 
Whitehead, 1929; Dewey, 1916, ch. 8), presented what were, on our 
understanding of the term, educational ideals under the slogan of 
‘The Aims of Education’. This was sometimes done in a rather 
insensitive way. Consequently, certain perfectly valid criticisms of 
existing practice and existing conceptions of the teacher’s task — as 
lacking imagination and breadth of vision — were perceived by 
many practising teachers as personal criticism by people who were 
in an authoritative position but had little actual experience of what 
they were talking about. 

Along with this must be considered the contribution of a certain 
ideology of the teaching profession prevailing in institutions of 
teacher education, many of which had originally been religious 
foundations, According to this ideology, teaching was less a 
profession than a ‘vocation’ demanding unbounded dedication, 
patience and love for one’s unwashed and ragged pupils, equalling 
the love of the saint for his own personal colony of lepers. 

Lectures on ‘aims’ often tended to be little more than harangues, 
a dose of ‘uplift’ to inoculate aspiring teachers against the 
discouragement of the real world of the classroom. In many 
institutions this was the prevailing perception of ‘philosophy’s 
contribution to teacher preparation and educational thought. 
Rightly this was seen as, at best, an indication that the tutors 
involved were out of touch with the real world and, at worst, a form 
of moral bullying, an attempt to present the real problems of the 
classroom as personal shortcomings of the individual teacher, and 
to extract from the teacher a degree of dedication that was 
unreasonable. 


Aims Are Not Objectives 


Asecond important distinction to be made is that between aims and 
objectives. In everyday speech these terms may be more or less 
Synonymous, except perhaps that the term ‘objective’, which has 
been made popular in the jargon of military strategy and manage- 
ment science, may be used when one wishes to give the impression 
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of being particularly scientific or precise about what one expects to 
achieve. In educational discussion ‘objectives’ usually refers to 
specific pieces of learning which we intend to see achieved at the 
end of a piece of classroom activity, a particular lesson or number 
of lessons, or even at the end of a longer unit of work. 
According to one widely held view of educational planning, both 
at the level of planning an individual lesson and in designing a 
whole curriculum, it is essential to begin one’s deliberations by 
‘specifying one’s objectives’ (see, for example, Davies, 1976). That 
is, we must begin by saying precisely what we want our pupils to 
know, understand or be able to do or say at the end of the lesson, at 
the end of the term or whatever, Some writers (Popham, 1970; 
Mager, 1962) go further and claim that to spell out our objectives in 
terms of what our pupils know or understand is not sufficiently 
precise. What people ‘know’ or ‘understand’, they suggest, is rather 
vague and cannot be absolutely ascertained. Such writers claim that 
we should spell out our objectives not in terms of such vague and 
‘unscientific’ notions as knowledge, understanding, sensitivity and 
So on, but in observable ‘behavioural’ terms. What do we want our 
Pupils to be doing? How do we want their behaviour to be changed 
as a result of attending our lesson or following our syllabus? 

It is not proposed to enter deeply into the debate over how far 
educators’ objectives need to be operationalized in a behavioural, 
observable way. A more moderate view is that many of the teacher's 
most important objectives are to be spelled out in terms which are 
internal to the pupil — his knowledge, understanding, emotive 
responses, sympathies and so on. 

In many respects, recent emphasis given to the need for teachers 
and others involved in education to be specific about their 
objectives has been extremely beneficial. When this approach is 
accepted and applied it gives the business of lesson preparation 
and other levels of educational planning a quality of rationality and 
professionalism it may not always have had in the past. Once 
objectives have been identified, lesson planning becomes a matter 

of selecting the best and, in terms of time, effort and other 
resources, the most economical means of achieving them. Such an 
approach is valuable in stressing that teachers are not only 
Supposed to perform in front of their classes for a certain length of 
time, keeping them amused or occupied, but are actually supposed 
to deliver the goods in terms of certain specific learnings which 
can, in principle and in fact, be checked up on. 
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This at least has the merit of transforming the teacher from a 
rather low-level comedian and child-minder into someone with a 
potentially useful job to do. His performance is to be judged not in 
terms of such intangibles as his appearance, manner, ‘classroom 
presence’, ‘authority’ or what have you but — due allowance being 
made for the nature of his particular class — on the basis of his actual 
achievements. Needless to say, these are not limited to anything so 
crude as examination passes but include everything that he 
succeeds in getting his pupils to learn. There is no reason to doubt 
that, class for class, some teachers succeed in getting their pupils to 
learn a great deal more than others. If the teacher's task is viewed in 
this light it would not be surprising if greater effectiveness is 
achieved by seeing one’s lesson plan not in terms of ‘finishing off 
Chapter 3’ or ‘doing The Ancient Mariner’, but in terms of the 
specific learnings to which the reading of Chapter 3 or the study of 
the poem in question are intended to lead. If, in addition, we 
identify for ourselves the formal or informal tests by which we shall 
attempt to assess our performance in achieving our objectives, this 
will no doubt concentrate our minds wonderfully. 

A further advantage of actually identifying our objectives as part 
of our planning is that it forces us to think about the things we 
expect our pupils to learn. It enables us to ask ourselves such 
questions as whether these are things we can reasonably expect to 
achieve with this group at this time (e.g. last period on Friday 
afternoon), whether they are appropriate to this group, or whether 
certain other objectives are not more urgent, would not be more 
worthwhile, or do not need to be achieved before our present 
objectives can be attempted. 

This said, it must be conceded that not all educators are equally 
happy with the above characterization of the educational process as 
something more or less exclusively planned in terms of the setting 
and achieving of highly specific objectives, even where the notion 
of an objective is liberally interpreted as the development of 
knowledge and understanding, rather than simply as observable 
behaviours (Davies, 1976, pp. 65-9). re “it 

The insistence on identifying specific objectives in advance, w a 
its suggestion of managerial professionalism, rational ore ee 
accountability, may create a certain air of efficiency and indeed ae 
to improvements in the quality of many pupils’ learning. But it has 
Not been shown that objectives are the only thing to be taken oo 
account in guiding and managing the educational enterprise. In 
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particular, it is not obvious that this way of looking at things takes 
sufficient account of the nature and complexity of human learning 
and human development and of the random and incalculable way 
this sometimes takes place. To many, such an approach seems too 
conscious and to embody too obvious a notion of teacher 
direction. 

When we think of really successfully educated people it is 
difficult to see their most important qualities and characteristics as 
being the result of the mere accumulation of a large number of 
separate, consciously identified, individual items of learning. We 
are more likely to think of them as the result of people's having 
spent their formative years in a certain kind of environment, 
physical and social, in which certain values are manifest and certain 
desirable and stimulating activities undertaken. 

Such a school environment would by no means be the result of a 
laissez-faire or haphazard style of management but would require 
great care, judgement and planning in the allocation of effort and 
resources. In sucha school, in addition to formal classroom lessons 
one might expect pupils to have the opportunity of taking part in 
such activities as concerts and drama productions, a variety of 
sports and competitive events, expeditions, foreign language 
exchanges, social service, work experience and so on. Few would 
doubt that such activities contribute to the educational work of the 
school. Yet few would attempt to spell out beforehand the specific 
changes which participation in these activities was supposed to 
bring about in the understanding, character and competence of 
specific, named, individual children. 

Nor should we fall into the trap of drawing too sharp a distinction 
between the supposedly formal work of the classroom and what 
takes place ‘out of school’. It is perfectly possible to think of 
valuable learnings of a kind analogous to those mentioned above 
occuring as the result of taking part in a science or history project, 
reading a novel or discussing a mathematical problem without it 
being possible to foresee all the important learnings of all one’s 
pupils in advance. 

The words and actions of an effective teacher at a particular time 
will only partly be explained by the objectives specified for the 
lesson he is currently conducting. That he is at pains to correct a 
particular pupil’s mistake or pass on a Particular piece of informa- 
tion may relate to the objectives of this lesson. But he will scarcely 
allow misunderstandings to pass without comment, or good 
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opportunities for feeding in important information to go unused 
simply because they do not relate to today’s lesson objectives. Also, 
the manner of correcting or giving information, the relationship he 
establishes with his class and the way in which the content of his 
teaching is presented will reflect educational considerations which 
are not conveniently characterized in terms of lesson or even 
course objectives. 

The teacher's current objectives, furthermore, cannot be the 
ultimate guide of his conduct, for if that were the case we should 
not be able to understand why these objectives should be chosen 
rather than others. The choice of one’s objectives themselves must 
obviously be governed by further considerations of another kind. 

The point of the above discussion has not been to deny the 
importance of being clear about what one is trying to do, or of 
avoiding self-deception about what one is achieving. Teachers do 
need to think about the specifics of some of the things they are 
attempting in a particular lesson or unit and even perhaps set 
themselves minimum targets for their classes as a whole. Our 
purpose has been rather to argue that it is not enough to think in 
terms of certain finite, clearly defined objectives if our understand- 
ing of the work of teachers and educational institutions is not to be 
unduly limited and impoverished. For it would indeed be a 
mediocre institution in which teachers only sought to achieve such 
things as could be specifically laid down beforehand, either by 
themselves or by their curriculum makers. 

It has been necessary to emphasize this point somewhat to 
counterbalance the influence on educational thinking of writers 
whose enthusiasm for a particular mode of educational planning 
and, more generally, for the scientific management of institutions 
has led them to disvalue the notion of aims as being too unspecific 
for their purposes, and thereby to lose sight of a dimension of 
thinking not readily amenable to analysis in other terms. 


So, Aims Are — ? 


It is important to note that aims are not simply objectives writ large 
(cf. Davies, 1976, pp. 11-16). One might be tempted to think that if 
the objective of this French lesson is to teach, say, how to ask the 
way to various places in the language, the aim of the course as a 
whole must be to cover the whole list of linguistic functions 
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necessary to gain a good grade in the GCSE. By a similar confusion, 
if one thinks that objectives, aims and ideals differ not in their 
nature and logic but in mere magnitude, and the distance to be 
travelled for their achievement, one might go on to think that the 
French teacher's ideal was to teach all the grammar and lexis 
necessary to enable his pupils to speak the language with native 
accuracy. 

Ordinary language does, of course, sometimes use ‘aims’ in this 
way, to mean a fairly distant sort of goal that is nevertheless finite 
and intended to be achieved by a certain date. We might say ‘our 
aim is to collect £2,000 this year for the repair of the church roof’. 
Societies and political organizations may be set up for purposes 
which they describe as their aims, after the achievement of which 
they may cease to exist. 

Ifall aims were of this kind, however, there would be no purpose 
in distinguishing them so carefully from objectives. For our 
purposes the essential logical feature of aims is that, by contrast 
with objectives, they are of an open-ended, on-going kind. The 
aims of the NSPCC or Amnesty International are to promote certain 
general improvements in the conditions of those in whose 
interests they are set up, or to protect such people from further 
abuse. It is to be hoped that the condition of children and political 
prisoners will gradually improve, but it is scarcely to be envisaged 
that child abuse and political persecution will so entirely disappear 
that the two organizations in question will simply be able to tick off 
their abolition as objectives that have been achieved, and turn their 
attention to other matters. In the nature of things, the need for 
vigilance is bound to remain. 

It must be stressed that the reason why these aims will never be 
completely achieved is not because they are distant or hard, but 
because of their open-ended nature. They are not the sort of things 
that can be finished off once and for all. Societies having the aim of 
promoting good causes such as encouraging the arts or scientific 
research are in the same position. It would be unintelligible to say 
‘Having now successfully accomplished the promotion of scientific 
research, there is nothing left for us to do and the society can now 
be dissolved.’ Yet the promotion of scientific research is not an 
ideal. It is a thoroughly practical, feasible undertaking. Its pursuit 
requires neither perfection nor the pretence of it. 

It will be readily seen that the undertakings of many individuals, 
groups and institutions throughout the world would be made 
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nonsense of if this concept of a practical but on-going, non-finite 
aim were not available to us. 


Aims and the ‘Point’ of Activities 


Many teachers’ aims will be closely connected with the point of the 
subject or activity they are engaged in teaching. Different teachers 
may, for example, be concerned to develop and extend their 
pupils’ concept of number, increase their fluency, confidence and 
range of oral expression, promote responsiveness to literary works 
or improve their skill and precision in the handling of tools and 
materials. The aims of these teachers will no doubt include the 
fostering of interest in and commitment to the various values and 
standards implicit in these aims. 

To understand what is taking place in their lessons it is not 
necessary to point to some extrinsic purpose on the teacher's part 
such as securing employment for his pupils or promotion for 
himself. These considerations may also be in his mind, and may 
help to explain why these subjects appear on the curriculum, as 
well as the degree of effort this teacher puts into his work. To use a 
hackneyed comparison: to explain why a basketball player moves 
to an unmarked position when his team-mate secures the ball, it is 
necessary to know that the aim or point of the game is to toss the 
ball into the opposing goal. It is less informative, even if perhaps 
not entirely irrelevant, to know that the player wishes to impress 
his girlfriend among the spectators and also, in general, to keep 
himself fit. 

Besides being guided by the aims appropriate to their subject 
teachers will, of course, be attempting to secure certain particular 
objectives in each lesson. It will be clear from what has been said 
earlier that progress towards the achievement of the teacher's aims 
will not entirely consist of the sum of his achieved, pre-specified 
objectives. How one goes about achieving a particular objective, 
furthermore, will be constrained by one’s underlying aims. 

This lesson’s objectives may include ensuring that a certain 
geometrical theorem is thoroughly learned, that the main content 
of scenes in the first act of Macbeth is known, that the method of 
making a dovetail joint is mastered. Conceivably these objectives 
may be most swiftly and efficiently achieved by means of rote 
learning and frequent testing with humiliating penalties for those 
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who commit minor errors. But such an approach will be ruled out 
if it runs counter to more general aims, such as promoting an 
understanding of the subject or enthusiasm for it. A teacher who 
realizes this and modifies his teaching strategies accordingly is 
implicitly recognizing that aims as well as skills and objectives are 
of practical consequence in his teaching. 

In addition to lesson and syllabus objectives and the aims 
inherent in teaching particular subjects, teachers may also think 
that their work is related to such larger purposes as developing the 
potential of individual pupils, contributing in various ways to the 
creation of a better world, promoting a commitment to certain 
intrinsically worthwhile activities, or the pursuit of such things as 
rationality and truth. Aims of this order are neither objectives nor 
ideals. They are implicit in much that takes place in schools, and 
help explain the spirit of seriousness with which education is often 
undertaken, and the passion with which educational issues are 
often debated. 

Of course, such aims are inclined to sound rather grand and not 
atall the sort of thing one would want to be heard talking about ina 
crowded staffroom. Publicly, perhaps, it is as well to follow the 
fashion for seeming macho and hardbitten, to talk of A bands and 
C bands, of half-term dates and pension rights. But the question 
‘What are we doing all this for?’ is not entirely idle or without 
practical implications, 

Without reflection upon such questions we may either persist 
mindlessly in the established round, or be blown by every whim 
and educational fashion that comes our way. An understanding of 
our own aims is the sine qua non of both consistency and 
progression and may make the all-important difference between 
purposeful, effective teaching and desultory, pointless activity. 
However precise our specific objectives, it may be said that without 


some clear conception of our various aims, we simply do not know 
what we are doing. 
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Chapter Two 


A Framework for the 
Discussion of Aims 


Aims and Value Judgements 


Our arguments for particular educational aims must necessarily 
involve more fundamental value judgements regarding such 
matters as the nature of the good life for the individual or society, 
the ways in which individuals ought to relate to each other, what 
goals it is in general desirable to pursue, and so on. Serious 
examination of these questions raises further ones, sometimes 
referred to as ‘meta’ questions, about the nature, validity and logic 
of value judgements themselves. It is neither possible nor desirable 
to consider these questions here, for to do so would take us away 
from the immediate educational context and into the realms of 
general philosophical controversy. 

It may, however, be helpful to make explicit a number of 
assumptions in relation to value judgements which underlie much 
of what follows. It should be emphasized that none of these 
assumptions is regarded as definitive. Far less is it suggested that 
readers should themselves accept any of them without examina- 
tion. The intention is not to advocate any particular ethical stance 
but simply to avoid misunderstanding by putting our presupposi- 
tions up for scrutiny at an early stage, rather than seeming to 
smuggle them in surreptitiously. Readers who wish to pursue the 
important issues they raise are referred to the various standard 
ethical works mentioned in the Suggestions for Further Reading on 
pp. 140. 

To begin with the question of justifying ethical claims, it is here 
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presumed that, despite arguments surrounding the relationship 
between fact and value (Foot, 1967), we cannot argue from facts to 
policies in any straightforward way without referring to further 
value positions. For example, although there may be good 
empirical evidence for supposing that certain teaching methods 
produce slightly better academic results, this is not in itself a 
clinching argument for adopting those methods, for we can always 


ask: ‘But is this small improvement in academic results really so 
important?” 
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ments to rational scrutiny. The result of this fact, however, is that 
whatever substantive assumptions we took to be fundamental, it 
might still be asked ‘But why stop here?’ 

Consequently, it can only be tentative and provisional if we 
regard it as especially significant that, as far as we can conceive, 
human beings have but one life in which to achieve a satisfactory 
existence. The quality of that life depends partly on material 
circumstances, and partly on the quality of our understanding and 
learned capacities both to achieve and to enjoy. It appears to be the 
case that we get a better life on the basis of mutual understanding 
and co-operation with others than we should in isolation. For 
whatever reason, however, we do differ from each other in both 
our capacities and our preferences. There appears to be no reason 
to suppose that any one person’s opportunities for achieving a 
satisfactory life should be regarded as any more or any less 
important than anyone else's. 

These observations might seem to suggest that if per impossibile 
they were in a position to make such choices in advance, 
individuals would wish for an education that would enable them to 
secure a satisfactory life, however that might be defined. The same 
observations might also suggest that both social arrangements and 
educational undertakings that failed to recognize the moral 
independence and mutual non-subordination of individuals would 
be difficult to defend. 

Both life and resources are finite and choices have to be made. 
Such choices may involve other equal and non-subordinate 
individuals and therefore require procedures of negotiation and 
justification within a social structure which is itself defensible. 
Since we are ourselves also non-subordinate, we have choices to 
make about how to live our own lives as well. There exists a range 
of activities, commitments and ways of life which others have found 
valuable. These, however, are not simply to be accepted as such 
without constant re-examination, or imposed upon others without 
their eventual understanding and approval. 


Categories of Educational Aims 
Some such assumptions as the above may suggest a form of crude 


categorization among the various aims which have, from time to 
time, been proposed by educational thinkers, namely: 
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(1) Aims which would confer benefits specifically upon the 
individual and favour his own ends and development. 

(2) Aims concerned to preserve or bring about a desirable state 
of society. 

G) Aims to bring about such goals as the promotion of truth, 
rationality, excellence and so on which are sometimes held to 
be intrinsically desirable or worthwhile. 


» Pp. 77-160). Often, 
s are in some way trivial 
rving as a means of Protecting existing 
his, however, has rarely been the 
r intending teachers and doubtless 


indeed, it is implied that other kinds of aim: 
Or even politically suspect, se 
inequality and injustice, T 


al, not only to the 
elopment of many 
arguing strongly for 
Ncentration earlier in 
Oping the skills and 
ivisiveness, alienation 


A Framework for Discussion 


exceptionally well grounded. In the absence of any final authority 
in the field of values, however, the question of which aims should 
have our final allegiance is necessarily contentious. Inspired 
leadership or official policy may serve to unify our efforts, but if 
these are to prove effective they must harmonize with prevailing 
teacher opinion rather than attempt to coerce it. For this reason, 
members of the teaching profession require a sophisticated 
understanding of the field of aims and their justification. 

Needless to say, the nature of an aim under discussion neces- 
sarily determines the direction in which we must look for its 
justification. Those supposedly based on the good of individuals 
naturally direct us towards the question of how that good is to be 
conceived. Social aims, likewise, raise issues concerning the nature 
of a good society, as well as about the limits of the teacher's social 
role. Claims that certain activities or excellences are to be pursued 
‘for their own sake’ are empty or rhetorical without some 
examination of the activities or excellences concerned. 


Aims and the Concept of Education 


Before turning to the task of examining educational aims in the 
three broad categories suggested above, there remains one further 
general point to clear up. This concerns the relationship between 
educational aims and discussion of the definition or so-called 
‘concept’ of education. 

It is, of course, tautologically true that for something to count as 
an educational aim it must be capable of being achieved in an 
educational context by recognizably educational means. It is also 
useful to distinguish between a range of responsibilities falling 
upon those employed as teachers which relate to the general 
welfare, safety and mental and physical health of pupils, and those 
centrally concerned with the development of their knowledge, 
understanding and other abilities and qualities of character as they 
pass from the condition of childhood to that of an adult. Resources 
and roles in society are, furthermore, allocated on the basis of 
some mutual trust and understanding as to how they will be 
utilized. Arguably, therefore, resources made available for educa- 
tional purposes ought only to be employed in pursuit of ends 
which accord with some commonly accepted understanding of that 
term. To that extent, perhaps, definitions of education may be 
relevant to what a teacher's aims should be. 
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It is also useful on occasions to draw a distinction between 
related or contrasting concepts, as we have done in the case of 
aims, ideals and objectives, as a preliminary piece of clarification 
before proceeding to deal with substantive issues. There is a 
difference between telling a child to wipe his nose (and keep it 
wiped) and telling him to wipe his nose so as not to give his cold to 
others. In some educational discussions it 
someone to understand this difference, t 
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questions about what ought to be done cannot be solved by 
studying the definition of terms. Confusion in this field among 
educators has been fostered, however, by a body of writing about 
educational aims which, despite John White’s remarks to the 
contrary (1982, preface, pp. x-xi), may still retain some influence. 
Peters, in particular (1964, 1973b, 1973e; see also Hirst and Peters, 
1970, pp. 17-41), spends much time in various analyses of the 
concept of education. According to these the term is supposed to 
apply to deliberately contrived learning procedures which (1) 
result in some form of betterment in the learner's character or state 
of mind, and (2) are morally acceptable and take place with the 
knowledge and assent of the learner. It is further specified that to 
qualify as education the learning must (3) in some way modify and 
extend the learner’s cognitive perspective on the world, and (4) 
result in his disinterested commitment to certain intrinsically 
worthwhile pursuits. 

That so much attention was given to the definition of education 
no doubt resulted from the philosophical assumptions of the 
preceding period when it was widely held that many of our 
philosophical problems would be resolved or simply disappear if 
only we gave some attention to the task of ‘clarifying our concepts’. 
This particular analysis of education owes much of its influence to 
Peters’ own personal charisma, as well as to its real value in 
rescuing educational theorists from the search for simplistic and 
crudely instrumental outcomes as educational aims. 

Confusion arises because of the particular nature of these 
supposed criteria of education. It may or may not be true that 
‘betterment’ is a criterion of education. But if it is, then it goes 
without saying that education is desirable, for betterment cannot 
be otherwise. It also goes without saying that pupils ought to be 
treated according to morally acceptable procedures, though 
whether these are limited to procedures that involve the conscious 
assent of pupils is a further question. More serious problems arise, 
however, when it is said (criteria 3 and 4) that education involves 
modifying pupils’ cognitive perspective and securing their com- 
mitment to intrinsically worthwhile activities, particularly when 
these activities are identified with a specific set of disciplines and 
intellectual pursuits. 

It will later be argued that there are indeed good reasons for 
extending a child’s understanding of the world and encouraging 
his commitment to intrinsically worthwhile activities. This, how- 
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ever, is not because these things are part of a definition of 
education but because independent reasons can be given for 
thinking them desirable. In fairness it must be said that Peters 
himself has frequently emphasized the distinction between con- 
ceptual inquiry and substantive prescription. It is therefore the 
more ironic that his most influential work should have encouraged 
this confusion in so many of his followers, 


Conclusion 


Efforts to clarify a number of somewhat general issues in this 
chapter have been intended to enable our discussion of particular 
aims to proceed more constructively and with less hesitations than 
might otherwise have been the case. We are now in a position to 
turn to a critique of particular aims. It will be understood that in 
setting such considerations before intending and practising 
teachers our Purpose is not to confuse or inhibit action, as is 
sometimes said. On the contrary, it is to help teachers to guide and 
evaluate their own activities and, as is increasingly necessary in the 


present climate, to defend their professional undertakings against 
the often political and one-sided criticisms of others, 
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Aims and the Individual 


Chapter Three 


The Limits of Happiness 


There is a widely held view that not only all educational activity, but 
all human activity whatsoever ought to be directed towards the 
maximization of human happiness in one way or another. Writers 
who take this view may have in mind not only the happiness of the 
pupil here and now or in the future, but also the happiness of 
others who will be affected by his actions. To this extent the aim of 
promoting happiness relates both to the pupil as an individual and 
to the wider educational goal of contributing to the production ofa 
better world in which all will live happier lives. Barrow (1976, pp. 
79-103) has also attempted to reinterpret aims connected with 
intrinsically worthwhile activities in terms of their contribution to 
happiness or satisfaction. 

As an ethical theory utilitarianism has a number of strengths. 
First, it is profoundly egalitarian. In its classic statement the overall 
aim of conduct should be to promote the greatest good of the 
greatest number, and in calculating the sum of human happiness 
each is rigorously to count for one, and none for more than 
one (Williams, 1972, p. 36). Secondly, it has the advantage 
of being thoroughly down to earth in that it provides a ready 
antidote to humbug, such as rules and regulations which 
appear to exist for their own sake and serve no obvious purpose, 
or the pursuit of traditions and high ideals which not only 
produce no increase of human happiness, but actually make 
people miserable. 

Thirdly, provided one does not look too critically, the theory 
appears to suggest its own modes of implementation. In education- 
al terms, for example, it might suggest that teachers ought to be 
concerned both with keeping pupils, as far as possible, in a happy 
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state now and with ensuring that they learn things that will enable 
them to achieve happiness or avoid misery later on. 

It must also be said that many of the supposed problems of 
utilitarianism as an ethical theory are by no means as insurmount- 
able as some critics pretend. There are, for example, supposed to 
be difficulties surrounding the question of whether and why 
Present happiness should be sacrificed for the sake of happiness in 
the future, or vice versa. Yet it is fairly clear that neither is 
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the ‘hedonic calculus’ and the idea of calculating the relative 
amounts of happiness or misery caused by this course of action or 
that. How, it is sometimes asked, do we compare the pleasure 
created by building a municipal opera house with that which 
would result from a reduction in the rates? What units are we to use, 
and so on? It is true that the language of Bentham, one of the main 
proponents of the utilitarian doctrine, does sometimes invite this 
criticism, but we need not follow him in looking for any sort of 
mathematical precision. Often it is perfectly obvious which course 
of action will produce the greater happiness, even when the 
happiness would result from dissimilar causes. When it is not 
perfectly obvious, we simply have a difficult judgement to make, 
and this might be so whether dissimilar sources of happiness were 
involved or not. Utilitarianism is said to be a form of ‘naturalism’. 
The point of this objection is that we cannot argue from ‘x will make 
people happy’ to ‘x ought to be done’ unless we first assume some 
such general premiss as ‘you ought to do anything that makes 
people happy’. This objection, however, rests on something of a 
misunderstanding of what is involved in saying that something will 
make someone happy. Happiness is not just any kind of physical or 
mental state, but is closely connected with people’s wants and 
desires. 

It is, as we suggested, just possible to say ‘I have everything I 
want, but I am unhappy’. But there is something paradoxical about 
such a statement. The person may be suffering from some kind of 
medical condition producing melancholy or, more likely, has 
other desires which he is not fully aware of or cannot articulate. 
One famous, if often misunderstood, argument for holding that 
happiness is desirable is precisely that it is widely, or perhaps 
universally, desired (Mill, 1861, pp. 32-3). It is true that people 
sometimes desire things that are morally bad. We may, for instance, 
be greedy or vindictive, but part of the reason why these things are 
reprehensible is that they bring unhappiness to others, and maybe 
also to ourselves. 

In a community in which everyone's wants are acknowledged to 
be of the same importance, the fact that someone wants something 
and will be made happy by it is, in the absence of countervailing 
considerations, a reason for seeing he gets it. The very least that can 
be said is that someone’s happiness is a good among others. What is 
less clear is that it is the only or ultimate good, or that the 
maximization of happiness provides the only criterion to be 
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considered in answering the question ‘What ought people (includ- 
ing teachers) to do?’ 

The view that happiness should be our overriding consideration 
does, however, raise a number of objections which cannot be 
disposed of quite so easily as those noted so far. One of these is the 
fact that sometimes there seems to bea fairly clear conflict between 
what will bring most happiness, or avoid most misery, and what 
Ought to be done in the light of other considerations. Supposing, 
for example, the police were quite sure that someone was a 
criminal — a child molester, say — but realized they had not 
sufficient evidence to secure a conviction. Many people would 
certainly doubt that the police ought to fabricate the necessary 
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point. In addition, the move from act to rule utilitarianism appears 
to introduce a consideration other than happiness according to 
which actions are to be judged — namely that of consistency with a 
rule. 

Asecond problem for utilitarianism, especially in the context of 
justifying educational aims, is the fact that many people appear to 
be perfectly happy doing things for which, as educators, we cannot 
have much enthusiasm. It is also the case that many of the things we 
do regard as very worthwhile (such as academic study or artistic 
creation, for example) do not actually seem to make us happy, and 
may even be accompanied by feelings of wretchedness (Elliott, 
1977, p. 12). On the basis of mere pleasure, there would appear to 
be no reason for regarding such edifying activities as the reading of 
poetry as any more valuable than playing push-pin or any similarly 
trivial pastime. One move the utilitarian could make would be to 
concede that there is indeed no reason to prefer poetry. But this 
would be most unhelpful to the educator who has to prefer the 
human being who is dissatisfied with himself and strives to 
improve, to Mill's pig (1861, p. 9) who is perfectly satisfied to 
wallow where he lies. 

Mill's own solution is to propose that there are different kinds of 
happiness, some of which are in some sense higher or better than 
others. This cannot simply mean that some forms of happiness are 
more intense than others and therefore count for double (say) in 
the hedonic calculus, for the happiness of the gambler may not be 
any less intense than that of the scientist or the creative artist. What 
Mill appears to mean is that some forms of happiness, such as those 
Produced by more intellectual activities, are in some sense better 
or more worthwhile than others. 

The problem is that Mill, rather like the rule utilitarian but ina 
much more obvious way, has introduced a new criterion of value 
into the argument — namely that of ‘worthwhileness’ or what- 
ever other quality it is that is supposed to distinguish one 
kind of happiness from another. In a sense he is perfectly right 
to do this, for though happiness is certainly a good, it is by no 
means the only good. But to make this move is to abandon 
the utilitarian position that the good is simply that which is pro- 
ductive of happiness. 

From an educator's point of view it would seem clear that 
happiness, both now and in the future, must be taken into account. 
We do right and are not just being a ‘soft touch’ when we have 
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regard to the happiness of our pupils, even when it conflicts with 
other aims. An educational system that kept pupils in unnecessary 
fear and misery on the grounds that they learnt better that way 
would be unconscionable. This would lead us to condemn a form 
of education which simply turned pupils into high achievers who 
could take pleasure in nothing but their own achievement and who 
were, in consequence, incapable of relating to others, led wretch- 


edly competitive lives, or constantly inflicted misery on those 
around them. 


justification for equipping pupils with 
ifications might be that this would 
ppiness by enabling them to follow the 
anted to follow. We must, however, be 
careful with this argument for, as will be suggested later (pp. 65-7), 


ntration On vocational learning may limit rather 


reasonably influence our educ: 
It may also be 
should be able to b 


ive some pleasure from thi 
S need not be just a motivati 


a way that pupils 


€s towards activities which others have 


s bsolutely certain to 
lead a life of drudgery, it mi ht bi et : sO wi 
contentment, rate = might be better for them to do so with 


happiness of children has much 


32 


Happiness 


child-centred aims. Though we are not entitled to disregard the 
happiness of our pupils and others, the doctrine provides us with 
few specific indications of the qualities and achievements educa- 
tors should seek to pass on. 
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Natural Growth, 
Needs and Interests 
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In discussing these three slogans, the first point to be made is that 
the child-centred ideology is best understood in terms of its 
opposite, the authoritarian or, as it was sometimes termed, the 
‘traditional’ style of education, to which child-centred educators 
were so passionately opposed. In this connection it is important to 
note that the central feature of traditional education was not the 
old-fashioned and inhumane institutions in which it was supposed 
to be carried on, or even the repressive teacher—pupil rela- 
tionships by which it was often accompanied. These were not, in 
themselves, the root of the problem but the consequences of an 
underlying philosophy. 

Central to the approach to which child-centred educators were 
and, indeed, still are opposed is the assumption that what is to be 
taught is to be determined by some form of authority. Educational 
aims come from without. In some times and places this authority 
may be the governmental or religious hierarchy. A system in which 
the curriculum was centrally determined and schools were 
inspected to ensure that official guidelines were being followed 
would be a crude example of such an approach. Frequently the 
authority may have been that of social prestige, with the school 
attempting to emulate the aims of schools in the next category 
up the social ladder. But teachers who regard themselves as 
‘child-centred’ may also be opposed to a situation in which the 
content of what is taught is determined in the light of what are con- 
ceived to be the logic and nature of certain intellectual disciplines, 
or the needs of society, without due regard to the nature of the 
child. 

It is easy to see how aims received from without in this way might 
lead to conflict between teachers and their more high-spirited 
pupils. Ifthe implementation of such aims is seen as the prime duty 
and obligation of teachers, then it becomes a test of their 
competence and machismo to bring this about with as little 
interference or delay as possible on account of anything pupils 
might want or have to say about it. Hence the so-called didactic style 
of teaching in which the teacher does all the talking, spends much 
of his time dictating notes, or writing On the blackboard, and in 
which the principle aim of classroom questioning and other forms 
of interaction is to ensure that pupils have been properly attending 
to what has been said. The task is not conceived as developing or 
extending anything the pupil may know or be interested in already, 
but as transferring knowledge from someone who is supposed to 
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know everything, to those who are credited with knowing nothing 
at all. 

Needless to say, a them-and-us relationship and a whole 
repressive style of discipline may be associated with such an 
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about ends can be settled simply by means of empirical studies 
aimed at bringing more facts to light. 

This error is encouraged by certain ambiguities in our use of the 
word ‘natural’ and our misunderstanding of what is involved in 
growth when the term is applied to human capacities. As regards 
‘nature’ there is a perfectly straightforward, value-neutral sense in 
which what is natural is simply what is there, or would be there but 
for human interference. What is, or is not, natural in this sense is a 
matter of fact. In contrast to this, however, especially since 
Rousseau and the Romantics, we have also used the word ina much 
more value-loaded sense, as the opposite of such terms as 
‘artificial’, ‘stilted’, ‘pretentious’, ‘forced’, ‘perverted’, and so on. In 
this sense the word is used not just to describe, but to praise or 
advocate certain kinds of behaviour or action. 

In the first of these senses we might say that nature is red in tooth 
and claw. The law of nature is the law of the jungle. The tape-worm 
and the scorpion are as much a part of nature as the dove and the 
rose. In certain situations rape, violence and egoism may be as 
natural as any other kind of conduct, if not more so. This, clearly, 
cannot be what the child-centred educator is advocating when he 
urges us to respect nature. For to say that something is natural in 
this sense is simply to describe the way things are, not to give a 
reason for preferring it. At the very outside, to say that something is 
‘only natural’ in this sense may just help to excuse an action we 
might otherwise condemn. 

Clearly, therefore, the advocate of natural growth must be 
thinking of nature in our second sense, in which calling something 
natural is not describing it but stating a preference. Presumably the 
qualities he wants to see developing naturally are those of 
intelligence, truthfulness, kindness, frankness, independence and 
rationality, rather than their opposites. But if you simply ‘let nature 
take its course’ in our first, value-neutral sense, either of these sets 
of qualities may develop, as may a mixture of the two. 

There is a slight complication to this argument. A child-centred 
educator like Rousseau would probably reply that this second set of 
qualities (egoism, untruthfulness, servility, hypocrisy, violence and 
so on) are not natural at all, even ina purely descriptive sense. 

On the contrary, they are actually produced by society; people 
are egoistic because society is competitive, untruthful because 
society is censorious, hypocritical and servile because society is 
hierarchical, and violent because they see violence around them. 


37 


Understanding Educational Aims 


Far from being natural to human beings these qualities are learnt in 
society. If society were not competitive, censorious, hierarchical, 
violent and so on human beings would be good, honest, kind and 
gentle. No doubt this is true, but not because these or any other 
moral qualities are inherent in human beings and would simply 
emerge if given the chance, but because they would be learnt, just 
as surely as bad qualities are learnt. For goodness, honesty, 
kindness and so on are just the qualities that would be practised 
and therefore available to be imitated in a society which was not 
competitive, censorious, hypocritical, hierarchical or violent. 
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— for political dissent is not just a spontaneous outburst but the 
product of a long tradition which is learnt, cherished and passed 
down from one generation to the next. The other has to learn a 
great deal of music — which is also the product of a social tradition. 

Of course, you cannot become a concert pianist or whatever 
without the necessary ‘potential’. But such potential is not specific 
and determined, like the genetic code in the acorn which 
establishes the main characteristics of the fully grown oak. Human 
potential is to be seen, rather, as the absence of inhibiting factors 
Such as mental deficiency, lack of physical stamina, deafness or just 
plain stumpy fingers. Potentiality of this kind may be fulfilled in a 
wide variety of human achievements depending on the educational 
experience the individual encounters or fails to encounter. These 
will determine whether this child’s long sensitive fingers or 
— enable him to grow up into a Horowitz, a Fagin or a Don 

uan. 

But the growth metaphor is not entirely without value. The 
gardener may choose what sorts of flowers he wants (i.e. make 
value judgements, in this case of an aesthetic kind) but beyond a 
certain limit he cannot force the pace. If he wants good results he 
has to know a good deal about plants and the conditions under 
which they flourish. Likewise the educator, once the initial value 
judgements about ends have been made, needs to know a great 
deal about how children work. This can sometimes be learnt from 
Psychologists, child developers and other empirical researchers, in 
much the same way that a gardener might learn something froma 
botanist or a chemist. From them the gardener may learn how to 
Produce certain flowers, but not which flowers are the most 
beautiful or look the most appropriate in a particular setting. 

Like the slogan urging us to foster the child’s natural growth, 
those telling us to have regard to his interests and needs are 
admirable in certain important respects but are, once again, 
deficient as guides for what our specific educational aims should 
EES value lies in the fact that they require us to Ai i the 
i ind not only to consider how children are at a particular stage 
N their lives, but also to be sensitive to the way in which they 
T to the various educational offerings that are placed before 
a ee also admirable in their attempt to avoid i me | 
alw. nthinking imposition of traditional aims which may 

ays be appropriate to all children. It is certainly possible to 
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imagine and sometimes even find expression of attitudes and 
assumptions which suggest that teachers should not be too 
concerned to benefit the child, but see it as their task to turn him 
into something more useful or simply less troublesome to adults. 
In discussing the child’s interests it is worthwhile to distinguish 
briefly between his ethical interests (what is ¿n his interest) and his 
psychological interests (what he is interested in). This is often 
dismissed as a mere banality, and there is certainly little chance of 
anyone confusing the two. In the present context we are principally 
concerned with psychological interests as a possible source of 
aims, for this is how our slogan is usually interpreted. Nevertheless, 
the assertion that what we do in school and the changes we bring 
about in the child should be in his interests rather than in the 


interests of someone else — parents, government, future employers 
and the like — is not without importance. 


This does not mean that children ma 
will enable them to contribute to the well 


commonly cited as examples. pikes ge 
It may be thought that the child woul 


r any other activities 
learn by so doing. But if th 


Growth, Needs and Interests 


rather than simply how to make mud pies. The educational 
justification of the activity resides in the value of these learnings 
rather than in the fact of the child’s interest. But, of course, this 
interest may provide useful pointers as to what he is ready to learn, 
as well as a valuable means of enabling him to learn it. 

Just possibly during the child’s earliest years anything and 
everything may be both interesting and a source of valuable 
learning. As he gets older, however, it seems clear that some 
guidance other than contingent fascination with what happens to 
catch his attention may be required. This is to ensure economy and 
sequence as well as providing opportunities for pupils to become 
interested in activities which have educational potential and may 
later prove absorbing, but at present leave them unmoved or 
uncomprehending. 

Knowledge of what a particular child or children of this age or of 
a particular social background happen in general to be interested 
in may be extremely helpful in deciding what means to use (what 
Projects to plan, what tasks to set) in order to teach certain skills or 
important understandings. In addition, once an acceptable range of 
educational activities has been identified there are good reasons, 
both motivational and ethical, for allowing pupils’ relatively stable 
interests to determine choices within that range. The choice 
between chemistry and pornography may not be an acceptable one 
(however great the interest of the occasional thirteen-year-old in 
the latter), but the choice between chemistry and German might 
well be made on a basis of interest. 

If interests are to be guided in order to secure certain 
educational aims, the interests themselves cannot be the source 
from which we derive our aims. As with the language of growth, 
that of interests is important in directing our attention to the child 
and to the most effective means of promoting his learning. The 
study of what children are interested in may also furnish important 
clues as to which aims it is expedient to attempt with particular 
children at particular times. Ultimately, however, those aims must 
be derived from other considerations and defended on other 
grounds. Once again, the language of interests, like that of growth, 
may distract us from the task of making value judgements about 
aims, without ultimately enabling us to avoid it. 

Discussion of the child’s supposed needs may also lead us to 
assume that decisions of educational policy may ultimately be 
made on the basis of objectively ascertainable facts. In the modern 
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world, it may be suggested, the child, if he is to flourish, needs 
numeracy, literacy and, say, a range of vocational skills in much the 
same way that he needs food, oxygen and shelter. It does, perhaps, 
also make sense to speak of his having certain psychological needs. 
No doubt there are things such as stability, affection, self-esteem 
and security without which the child's life is miserable and without 
which he is not going to be in any state to learn much at all. Of 
course, these needs have to be met, if not elsewhere, then at school. 
But they do not tell us a great deal about t 
Ought to be pursuing, 
minimal conditions und 


t the question of whether or not 
someone needs something i i 
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‘that young man needs to show more respect when speaking to 
adults’. 

Indeed, if someone attempts to take the pupil's supposed needs 
as a guide to what the content of education should be, he is in 
something of a cleft stick. On the one hand he may find himself 
defending a rather narrowly utilitarian or even vocational sort of 
education. It might be easy to see, for example, that everyone needs 
minimal numeracy and literacy and one of a range of vocational 
skills with some ‘generic’ breadth built in as a hedge against 
technological shift. But it is not so easy to justify in these terms any 
much wider range of educational aspiration. A future professional 
musician might seem to need a knowledge of music, but it would 
be difficult to see why anyone else should. 

‘On the other hand, he may attempt to escape from this position 
by saying that the pupil not only needs a basic educational survival 
kit, buta full range of other educational and cultural acquisitions ‘in 
Order to participate fully in society’ or become a ‘fully developed 
human being’. But if he makes this move he may be called upon to 
say which of society's many activities our pupils ought to be 
Prepared to participate in, and give his reasons for preferring some 
rather than others. As regards becoming a fully developed human 
being, this rather brings us back to the problems we found with 
natural growth. Human beings have potential for developing in 
many directions and the problem of educational aims is deciding 
which kinds of development should be fostered and which 
discouraged. 
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the course of his own life and personal development. An indi- 
vidual’s autonomy may be threatened from two directions. He may 
be coerced, pressurized or misled by others. Or he may be 
deflected from his chosen purposes by internal compulsions, 
irrational desires and sundry other weaknesses of the will. 

In an educational context the promotion of someone's auton- 
omy may therefore take place at various levels. At one level, one 
May set about removing the external constraints upon an indi- 
Vidual’s life choices and options for educational and personal 
development. An educational system in which teachers or officials 
rather than pupils themselves decide which pupils are to learn 
what subjects would be contrary to the principle of autonomy at 
this level. 

We also promote the autonomy of pupils when we attempt to 
develop in them the qualities of mind and character which will 
help and encourage them to make their own choices freely. 
Clearly, qualities of independence and self-confidence are part of 
the story. But the making of valid choices also entails possessing 
botha good deal of information about the world and the options it 
has to offer and the likely consequences of one’s various options. 

It also involves a critical attitude to what one is told, for most of 
what we know and believe comes to us on the say-so of others. 
Many of the things we do are necessarily done at the behest or 
Suggestion of others or in accordance with their example or 
established practice. Being critical, however, is not simply an 
attitude of mind. We cannot properly be critical without both 
factual knowledge and a grasp of the ways in which various claims 
are to be criticized, the standards of evidence it is appropriate to 
expect or the canons of rationality that must be met. 

At this point, however, a difficulty enters the argument. It would 
appear to follow from the foregoing that to choose autonomously 
> 1o choose rationally, to do as one does because there are good 
reasons for so doing. To do otherwise is supposed to be blind 
Pumping for one course rather than another or acting EE 
oe Sly as a result of pressure, error or some other form onioni 
aa mal compulsion. If, however, one acts in accordance Ww } h 
ee n and reason leads ineluctably to certain conclusions, the 

Cope for individual freedom of choice seems somewhat limited. 
tationalt that people should act autonomously, if this means 
mani a Y, begins, paradoxically, to look like a subtle form ol 
™Ppulation. A further twist to the argument may be given by the 


45 


Understanding Educational Aims 


suggestion that what passes for rationality in a particular society 
may be influenced or even determined by the interests of certain 
powerful groups. 

This difficulty parallels one that is encountered in the field of 
social and political philosophy. Among Anglo-Saxon philosophers, 
especially, there is a common-sense view (Cranston, 1953, p. 40) 
that freedom simply denotes the absence of constraint. To be free 


prevented from doing whatever one 
happens to want to do ata given moment. 
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used to refer to the abuses of totalitarian regimes. In the political 
field, Rousseau (1762a, 4.1, pp. 85-7) must be credited with popu- 
larizing the distinction between what people happen to want and 
their ‘real’ or rational will. It is unfortunate that he should also have 
spoken of ‘forcing’ people to be free in the sense of obliging them 
to obey their own ‘real will’ as expressed in laws passed by the 
majority votes of legislative assemblies. From here it is a short step 
to the definition of liberty as voluntary submission to some 
authority of which the writer approves (Peters, 1966, pp. 187-8). 
Thus, freedom may be thought of as submission to the law of 
reason or even obedience to the law of the land (Benn and Peters, 
1959, p. 213). Christians may speak of God's service as perfect 
fr eedom and totalitarian invaders are inclined to speak of ‘liberat- 
ing’ the territories they invade, even when their armies are fiercely 
resisted by the local inhabitants. As with rational autonomy, 
Positive or, as it is sometimes called, ‘rational’ freedom comes to 
look uncommonly like slavery. 

Yet clearly educators must approve of something resembling the 
Positive concept. If ignorance, prejudice, ideology, uncritically 
accepted social assumptions and lack of reflection prevent people 
from doing the things they would wish to do, it is precisely these 
Shortcomings that education is peculiarly suited to combat. 
Educators characteristically oblige children to do things they do 
not immediately want to do in the belief that restrictions placed on 
pele Negative freedom now will be more than compensated by 
their enhanced autonomy or positive freedom later on (White, 
1973, p. 22), as a result of the useful things they are about to learn. 

We are therefore back with our problem of reaching an 
a er naing Of the concept of positive, rational freedom or 
ih disk which will enable educators to aim at liberating 
he “3 nals from impediments to their rationality and promoting 
su oe anced freedom that accompanies its exercise, without 
s ise ne that they aim to impose particular beliefs, values and 
fin dthe ife upon them simply because the educators themselves 
to give m edifying. In attempting to solve this problem it is helpful 
With į some attention to a related concept also closely concerned 

individual freedom, namely that of authenticity. 
ph cae quality is supposed to represent a thoroughgoing 
given Se of the values and assumptions that have traditionally 
from eae: and purpose to people’s lives. This rejection arises 
e insight, or supposed insight, that such values and 
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assumptions are without foundation. Its most widely known 
expression is probably Nietzsche’s remark that ‘God is dead’. That 
is, since we are no longer able to believe in a personal God the 
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authenticity have been tempted to follow one or other of these two 
courses, both attempt to sidestep the making of a genuinely 
authentic decision. es 

Needless to say, anyone who accepts the value of authenticity as 
described above must take a dim view of an educational program- 
me supposed to be based on ‘rational arguments’ purporting to 
Show conclusively that some activities are more worthwhile than 
others. He must take an even dimmer view of the claim that a 
certain kind of education will make people autonomous by 
Providing them with the rational grounds and procedures for 
Correctly choosing one mode of behaviour or one way of life in 
Preference to others. 

Such a rejection underlies much of the radical educational 
Writing which appeared in the 1970s. This includes the work not 
1971) and the deschoolers but also of such writers as 
Holt (eg. 1977) and Bereiter (1973), as well as the proponents of 
the Free School discussed by Crittenden (1978, pp. 108-16). These 

i Oncerned to attack not only the coercive aspect of 
compulsory Schooling but all efforts to implement a predeter- 


Mined set of Curricular aims, however ‘rationally justifiable’ they 
might seem, 

In contrast with the 
authenticity has often received short shrift from educational 
Philosophers, G 
Exceptions, Dearden (1972d, P. 457) dismisses the idea of 

NOices’ as a contradiction in terms. Crittenden 

Sr PP. 108-16) has drawn attention to the supposedly self- 
are emands for authenticity. If all virtues 
-~ SUDposed to be shabby, disreputable and invalid, he argues, it is 
See why the virtue of authenticity alone should be 
ics of the notion of authenticity also make 
Might be re Opacity of many attempts to characterize it. This, it 
n enough of the concept's incoher- 

P. 123)" to be sure Bonnett's ‘direct relationship to Being’ (1986, 
in themselves’ and ‘necessary levelled 

inspire Pa F Principled way of relating to things’ (p. 124) do not 
t vs €nce. Despite the failure of Philosophers to give a 

liter: creation of the concept, however, there exist abundant 
and un eT in which the virtue of authenticity is exemplified 
Sartre’s H Od by countless ordinary readers and theatre-goers, 
480 (in Les Mains Sales), Anouilh’s Antigone and Bolt’s Sir 
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Thomas More (in A Man for All Seasons) may be taken as obvious 
examples among a multitude. The first of these accepts liquidation 
by his revolutionary comrades, rather than have it be that his act of 
political assassination was simply the result of a jealous impulse. 
The second allows herself to be immured alive for refusing to leave 
her brother's body unburied as political expediency demands, and 
the third goes to the scaffold rather than concur in Henry VIII's 
marriage to Anne Boleyn. These characters are shown to act as they 
do despite rational prudence, common sense and even humanity 
towards those around them. On any rational criterion they would 
act otherwise than they do. Yet the audience assents to the course of 
action they choose, 

Significantly, the response evoked by 
characters is not moral approval — all may in fact be criticized on 
moral grounds — but admiration, > 


l To have acted otherwise would 
certainly not have been morally wrong, but slightly contemptible, 
disappointing. Something valuable would have been lost. But, of 
course, they do not act as they do in order to be admired. That 
would be an act of exquisite bad faith, 
They do not invoke any kind 

and such reasons as they do give would not withstand, and are not 
supposed to withstand, any kind : 


these three ‘authentic’ 


or i ; 
People, and certainly no tragedy. Oral conflict between rational 
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cent or at 12 per cent, given the same risks, is not short ofa criterion 
upon which to base his decision. The same is true for a military 
commander faced with the choice of risking the loss of a small 
squad or a whole company, so long as all the men in both squad 
and company are equally anonymous to him. But supposing the 
small squad contains the son of a close friend? Professionally 
speaking — that is, qua military commander — his situation is 
unchanged. The criterion of decision remains the size of the 
military loss to be incurred. No doubt many individuals placed in 
this position would resolve the dilemma by steadfastly refusing to 
look beyond the bounds of the professional role. But that is 
precisely what bad faith consists in; an attempt to define the 
situation in such a way that only certain criteria of conduct can be 
considered and certain reasons for action are ruled out. 

The commander says ‘I am a soldier therefore I have no option 
but to sacrifice the squad.’ But he could say ‘I am this man’s friend. 
How can I allow his son to be killed when I could prevent it?’ In the 
end he must either allow himself to be a soldier who neglects his 
duty for the sake of personal friendship, or a friend who neglects 
friendship for the sake of his military duty. Two important and 
long-standing values which have hitherto guided his actions and 
provided him with his conception of his own identity are in 
conflict, and one of them must be given up. He quite literally 
creates his own future since, from now on, he must see himself as 
one or other of the two kinds of person mentioned above. There is 
no unchallengeable criterion which will enable him to choose one 
rather than the other. 

Some critical readers will deny this, saying, for example, that he 
must clearly do his military duty, given the chaotic consequences if 
everyone put personal considerations first. (‘Armies just could not 
function on that basis, etc.’) But others, equally critical, might just as 
well argue that there would be little point in winning battles if 
friendship counted for so little. 

It will be seen that, as the argument progresses, more and more 
general principles are invoked and we become further and further 
removed from the actual issue the individual has to resolve. If this is 
continued for too long in the presence of a serious decision in the 
real world, the discussion risks appearing not increasingly pro- 
found but frivolous. The individual must decide one way or the 
other. Not all countervailing considerations can be defeated. If all 
decision is not to be paralysed some, though perfectly valid, must 
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simply be ignored. Guilt, not just irrational feelings of guilt, but real 
guilt for the values betrayed, may be incurred, and must be borne. 
The above is no doubt a rather dramatic example of a moral 
dilemma, which is certainly somewhat removed from the clas- 
sroom. Nevertheless, some decisions pupils have to make about 
their educational careers may have this quality of defining the 
future rather than flowing naturally from a weighing of the 
alternatives according to a single pre-established criterion. 
Choices of subjects and courses may well determine what a 
person will become. The attractions of a rewarding vocational 
course and the prospect of comfortable employment now versus 
the rigors and satisfactions of an extended period of study in a 


non-vocational discipline are incommensurable, and the relative 
advantages of each are incalculable. 


The main purpose of the illu 
rather different point about the 
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this and not that, and having (or attempting to discover) some 
overriding criterion which clinches the matter and rules all 
contrary considerations out of court. To deny the possibility of the 
second is not to deny the importance and validity of the first. 
Though our military commander was not justified in turning to 
either the principle of military duty or that of friendship to resolve 
his dilemma without further ado, he would have been entirely right 
to pass all the relevant considerations seriously under review. 
These would include the importance of impartiality and military 
discipline and his own insistence on these things in the past, his 
affection for his friend and his friend’s son, the ties of gratitude and 
mutual obligation that bind the two families and so on. Good faith 
and responsible decision require that all of these matters weigh 
with him though none finally clinches the matter. He may debate 
with real or imaginary confidants, but in the end he must decide 
and, like the judge in Camus’s La Peste, no one can help him. 

The second distinction to be made is between reasons which 
must supposedly be persuasive upon all rational beings and 
reasons which will be persuasive upon a particular individual, 
given his particular talents, inclinations, obligations, past history 
and so on. To suppose that all reasons are of the first kind is to fail to 
recognize the ultimately subjective element present in the agent's 
decisions about his personal life. To refer to the hackneyed 
Sartrean example, someone of one temperament could not be 
expected to stay at home to look after his widowed mother when a 
war of national liberation is taking place, whereas another could 
quite easily do so—though both, if they were not to be guilty of bad 
faith, might suffer some moments of doubtful anxiety before 
reaching a decision. Ifan individual were seriously drawn by a life 
of adventure and action it is scarcely to be expected that he would 
be deterred from taking the opportunity to join an expedition to 
explore the Amazon by certain arguments like those of Peters 
(1966, ch. 5) to the effect that the most worthwhile activities are 
those of an intellectual and cognitive nature. Even if he were 
unable to detect any fallacy in the argument in question, it still 
would not constitute — and here I employ an expression which 
some may find objectionable —a good reason, for bim. 

It is tempting to dismiss this subjective element in our choices 
and decisions as ‘capricious’, ‘emotional’ or in some other way 
‘irrational’, Alternatively, we may attempt to accommodate it by 
saying that someone’s own temperament and inclinations consti- 


53 


Understanding Educational Aims 


may be swayed by reasons easily recognized as such, but which are 
not binding upon action in an absolute or conclusive way. 

In this chapter we have been concerned with two conceptions of 
an satisfactory. 
On the one hand, the aim of Promoting someone’s ‘rational 
autonomy’ seemed potentially coercive. On the other, ‘authentic- 
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Children into Workers 


Teachers have been criticized (Callaghan, 1976) because their 
€x-pupils are not up to the job of work that is demanded of them. 
Parents expect that the education their children receive will enable 
them to obtain a good job when they leave school and employers 
expect that the ‘products’ of our schools will possess the skills and 
attitudes that will help them run their businesses profitably. 

Numerous documents from government, Her Majesty’s Inspec- 
tors, the Manpower Services Commission and various employers’ 
organizations have all but established the truism that transforming 
children into workers is the principle justification for our national 
‘investment’ in education. Reference to other aims is relegated to 
the level of a public relations exercise (Bailey, 1984, pp. 170-2) and 
such concessions have become increasingly perfunctory. 

As was suggested earlier (pp. 22), analysis of the concepts of 
‘education’ and ‘training’ will not itself enable us to answer the 
substantive question of whether a major aim of our schools should 
be to turn children into better workers. It may, nevertheless, be 
helpful to distinguish training as learning and practice aimed at 
securing the efficient performance of a particular skill or occupa- 
tion or the reliable and efficient achievement of particular ends. 
Training may, of course, involve a substantial cognitive element as 
well as manual skills. This, however, will be oriented towards the 
Competent performance of the task or occupation for which the 
individual is being trained, rather than aimed at promoting more 
general insights into the nature of the world and human life. In 
addition to knowledge and skills, training may also involve the 
Schooling of certain attitudes and responses to the point where 
they become automatic. Use of the term ‘training’ implies no moral 
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judgement, negative or positive, about the activities or ends for 
which the individual is being trained. Assassins and terrorists may 
be trained, as well as musicians and accountants. Prima facie the 
acquisition of useful skills would seem to be desirable, provided 
this does not compromise other values or entail the loss of other 
opportunities. 


In the light of these remarks, various positions are possible 


regarding the part which ought to be played in the upbringing of 
children by 


training and preparation for the work they will do in 
later life. 


Elitism: 
the Separation of Education and Work 


At one extreme we may consider a traditional elitist conception of 
education in which pr 
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Even this interpretation of a liberal education may seem outmoded 
and inappropriate to most of the pupils currently in our schools. 
With its continuing historical and literary element it too may be 
criticized as elitist and suitable only to a leisured class. The task of 
choosing those activities that are most worthwhile would, after all, 
seem to be mainly of interest to those whose economic needs are 
already taken care of and whose main problem in life is discovering 
the best use to make of their time. 

Much of the content of what has, until recently, been regarded as 
a typical liberal education was in itself of considerable vocational 
relevance. This was not merely for a leisured class whose ‘vocation 
was to enjoy’ (Dewey, 1916, p. 312) but for lawyers and clerics for 
whom knowledge of ancient languages and the habits of textual 
quotation were essential professional skills. Continued study of 
these things may simply represent a failure to adapt to changing 
times, like a tribe that continues to teach the techniques of a 
sabre-tooth tiger scaring long after such creatures have become 
extinct and been replaced by marauding bears (Benjamin, 1939). 

Concentration on the study of dead languages and literary 
classics is certainly vulnerable to this criticism. It is also true that 
watered down versions of this curriculum that found their way into 
secondary modern and even grammar schools did little to promote 
rationality or disinterested commitment to intrinsically worthwhile 
activities, Even in successful grammar schools Latin verbs, lyric 
poetry and Shakespearian tragedies were simply ‘swotted up’ in 
order to get into the most prestigious universities with a view to 
graduating into the most lucrative jobs. In less successful schools 
the content of a so-called ‘middle-class education’ was often 
unintelligible to pupils and teachers alike, and left both untouched. 

In the light of these criticisms progressive educators in the 
present century have canvassed the view that, in order to meet the 
practicalities of the modern world and engage the interests of the 
majority of pupils, education should become more pragmatic and 
problem solving (Kilpatrick, 1951, pp. 248-62) and shorn of inert 
ideas (Whitehead, 1929). In the case of some children at least, 
education should aim to be ‘practical’ and ‘realistic’ (Ministry of 
Education, 1963, p. 32). 

It is important, however, 
aims of this movement from current deman 


that we should carefully distinguish the 
ds that schools should 
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turn out pupils more precisely adapted to the workshop require- 
ments of employers. Both official publications and supporters of 
the modern notion of ‘Education for Capability’ (Burgess, 1986) 
make use of the rhetoric of earlier progressives in criticizing a 
liberal education based on knowledge and understanding rather 
than action (Bailey, 1984, pp. 187-8). Earlier writers (see e.g. 
Vaizey, 1962) were also inclined to refer to the economic ill effects 
of what they regarded as an outmoded form of education, and were 
prepared to see up-to-date (including vocational) interests as a way 
into the education of young people who were left untouched by 
what was currently on offer. But their overriding concern re- 
mained the individual-centred and morally unimpeachable one of 
bringing pupils to an understanding of themselves and the world 
about them. In the words of Dewey (1916, p. 309) the aim was not 
education for but through practical occupations. Vocational rele- 
vance therefore became ‘an organising principle for information 
and ideas; for knowledge and intellectual growth’, Such an 
education would, Dewey hoped, provide not only the motivation to 
reach out for relevant information but also the reason to retain it. 
The essential aim was ‘not that of making schools an adjunct to 
manufacture and commerce, but of utilising the factors of industry 
to make school life more active, more connected with out of school 
experience’ (p. 316). Dewey clearly distinguishes between the 
conception of vocational education and what he terms ‘trade 
ie ge as a means of securing technical efficiency in special- 

ure pursuits. With great prescience he anticipates the 


danger that education of this latter sort would perpetuate social 
divisions in ‘a hardened 


s Am form’ and ‘taking its stand upon the feudal 
a fo) TA predestination, would assume that some are to 
Ontinue to be wage earners under economi itions lik 
f omic conditions like the 
present’ (p. 316). 


Schooling Sor Docility 


For the so-called ‘deschoolers’ i ic: 
(Illich, 1971; Bowles ers and other educational radicals 
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preparing people for a life of autonomous choice seems laughable, 
for most people have no such choice. Equally suspect is the view 
that education is concerned with equipping pupils with technical 
skills and qualifications which will make them more productive 
employees and more economically successful themselves. On the 
contrary, they see the effect of schooling as creating not compe- 
tence and capability but failure and demoralization. Standards and 
teaching methods in the more prestigious and difficult subjects like 
mathematics, physics and foreign languages are such that most 
pupils will make little progress and learn little of any value. Their 
relative failure will serve to legitimate the status quo and existing 
inequalities by convincing the majority that they are just not good 
enough for anything but menial occupations. 

Clearly this is an extreme view, for people do learn many things 
in school that are of value to them, both intrinsically and in more 
instrumental terms. There are, however, two aspects of schooling 
that lend support to the radical claim. 

First, much that is learned in school is, in fact, not used and may 
well be forgotten, even in subjects that may have some bearing on 
the pupil’s future occupation. It is notorious that even future 
technicians use little of the mathematics and science they learnt at 
school once the relevant examination for their chosen occupation 
has been taken. The other aspect, which is of more immediate 
concern in relation to our present subject, is the fact that schemes 
of vocational education place much emphasis not on certificated or 
saleable skills and competences but upon such personal and social 
characteristics as grooming, punctuality and co-operativeness 
(sometimes decoded as docility). These may make pupils more 
desirable and manageable employees, but do little to improve their 
bargaining position in the market place. They remain essentially 
unskilled workers, even if they are now more acceptable to 
employers. 

The nature of technical advance is such that though a minority of 
highly skilled technologists may be required, the majority of 
Occupations are consistently de-skilled by the increasing sophis- 
tication of machinery and the progressive subdivision of the 
production process. What industry actually requires, therefore, is 
not an increasingly skilled workforce, but one that is increasingly 
flexible and tolerant of boring and tedious activities. Hence the 
emphasis on the ‘moral’ qualities of character and flexibility in 
those that are to alternate between the lowest rungs of the 
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occupational ladder and the dole queue, until permanent un- 
employment overtakes them in middle life. 


Work as an Element in the Good Life 


A contrast to this view is that put forward by Mary Warnock (1977, 
pp. 143-51) to the effect that preparation for work is a perfectly 
proper part of one’s education, since work itself is part of the good 


life. The good life, Warnock explains, is compounded of three 


elements: virtue, work and imagination (p. 129). Unfortunately the 
arguments put forward to justi 


fy the inclusion of work are thin, to 
say the least. Partly they depend on a palpable ambiguity in the 
meaning of the term ‘work’ which will be explored below. Apart 
from this they are that the worker resembles the Nietzschean 
superman imposing his will (his employer’s will, this must mean) 
on the world (p. 145)and tha 


tit is better to support oneself by one’s 
own efforts than to depend on the charity of others (p. 144). 


Producing Better Workers 


To these four views of the relationship that exists or ought to exist 


d preparation for work we must add a fifth, 


iligently committed to the work ethic as 
possible, 
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Now, undoubtedly some activities which are described as work 
are worthwhile and fulfilling in one way or another. When artists, 
philanthropists, political idealists, reformers and others speak of 
their work they often refer to a self-chosen activity which they see 
as worthwhile, either intrinsically or because of the end it is 
supposed to achieve. No doubt, many relatively mundane jobs can 
also be challenging and varied and involve standards of logic, 
efficiency, integrity, judgement and so on. Many trades, crafts and 
quite subordinate occupations may be such that each situation 
provides its own challenges and problems to be met within 
the standards of a particular craft or the parameters of a particular 
role. 

Work of these kinds presents little difficulty for the claim that it 
may form part of a version of the good life, and that some kinds of 
preparation for doing it may be educational. But this can scarcely 
blind us to the fact that much work is not of this kind at all. Much 
work is tedious and repetitive, offering no opportunity for the 
exercise of skill, variation or personal style. It may be concerned 
with the mass production of objects of no social or aesthetic value, 
or even of objects which are socially harmful. Many jobs in the 
tobacco, confectionery and armaments industries must fall into this 
category. Only extrinsic reasons can be imagined for doing them. 
One needs the money, or is glad of the chance to be out of the 
house. It is this kind of work whose moral status must be judged if 
we are to assess the recommendation that the young should invest 
time and effort in preparing for it. 

Those who perform such work may endure long and exhausting 
hours, so that waking life is a continuous round of toil, possibly in 
foul and disagreeable conditions. It is also a salient feature of the 
Situation that in the Western world most work, especially in the 
manufacturing industry, is not done for the benefit of the individual 
himself or even of his community, but for the benefit of other 
private individuals whose profits will enable them to gain for 
themselves a greater share of this world’s goods, for which we are 
all in competition. 

This, of course, is more than obvious. But it is of moral 
significance that in replacing a liberal education aimed at increas- 
ing children’s knowledge, understanding and autonomy by a 
training in skills and pro attitudes to work, our achievement is 
principally to increase instrumental usefulness of some children to 
the purposes of others. To this extent children are being viewed as 
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a resource to be developed rather than as potential agents in their 
own right. 

Undoubtedly, there will be some who will say that we ought not 
to be hypersensitive on this point, and will remind us that value 
judgements are notoriously subject to variation from time to time. 
Those who seek a return to more Victorian values than our own 
will certainly argue that it is to the advantage of the child to be able 
to find employment in later life, and that if a more work-oriented 
curriculum enables more people to do this, so much the better. 
Against this, however, it may be asked whether the provision of 
more vocational education does not simply sharpen the competi- 
tion for a relatively fixed number of jobs. 

To provide more people with certain skills is to render those 
skills more plentiful and, by the law of supply and demand, to drive 
down the price which their possessors may demand for them in the 
market place. Ultimately, our response to this question must 
depend on whether we think the number of people employed or 
unemployed depends on the skills they possess, or upon structural 
factors such as the financial policies of governments. 

Someone who felt that a society in which enterprises run for 
Private profit was an overriding evil would find it difficult to 
approve an educational practice which bolstered the system by 
making the worker more efficient or co-operative. Such a person 
would necessarily regard itas a priority to work for a political order 
in which enterprises benefited either the community as a whole or, 
perhaps, a co-operative of their workers. 

Those concerned with the moral Status of work might also be 
troubled by the thought that happiness and the good life were tobe 
found in the return to a simpler mode of existence rather than in 
affluence and an abundance of the things that toil currently serves 
to produce. Doubtless this view has much to recommend it. As 


Nevertheless, it is a contingent fact about human beings that 
work — someone's work — is actually necessary to produce what we 
need to survive. It is also hard to deny that, for many, life is nearer 
the good life because of the various means of transport, com- 
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munication, health, study and even comfort and convenience 
which work produces. Since all depend for survival and an 
acceptable way of life on the products of toil it may seem that in an 
ideal world — in which toil were nevertheless a necessity — all 
should bear their part of it. Barring incapacity there seems manifest 
justice in the dictum that those who will not work should not 
benefit from the work of others. If training is necessary before 
anyone can work in a socially efficient way, then it seems quite 
legitimate to require all to undergo such training, ifthey propose to 
eat. 

Furthermore, since toil or starve is an option which the human 
race as a whole cannot baulk, it may also be the case that some 
experience of toil should play a part in everyone's education if all 
are truly to understand the nature of such work and the part it plays 
in human existence. 

Regular, serious toil cannot itself be a necessary part of the good 
life, however, for those who have more intrinsically satisfying ways 
of earning a living appear to get along very well without it. At best it 
would seem a necessary evil, for time spent in toil could be spent in 
more intrinsically worthwhile pursuits, including more satisfying 
forms of work. But if toil is not itself a necessary part of a satisfying 
life, the facts of human existence are such that preparedness to 
undertake it may be regarded as a necessary part ofa life that is just. 
It would also seem to follow that, if certain kinds of work are a 
necessary evil rather than themselves part of the good life, the lives 
of those engaged in such work must contain something else. Artists, 
philanthropists and reformers may live for their work. For many 
others, by contrast, the promise of fulfilment through labour is 
fraudulent. It may be that all must work to live, but it would be 
unacceptable if some were to live, or be taught to live, only to work. 

If toil is a necessary evil, training which enables it to be 
completed more efficiently and reduces the amount of time to be 
spent on it, or enables it to be replaced by a more challenging or 
worthwhile form of work seems morally desirable. 

To train someone to work more efficiently is therefore not of 
itself necessarily to lend one’s support to an evil state of affairs. 
This, however, is not to say that such training should be substituted 
for a significant part of children’s education or even that it should 
play an important part in the life of educational institutions. Among 
the many caveats to be observed is the possibility that more 
important educational aims may be impaired. This may occur both 
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because of the diversion of resources, especially the resource of 
pupil time, and more particularly because of the inherent nature 
and emphases of training which is directed towards the speedy and 
efficacious performance of limited instrumental tasks. It is essential 
to stress this point and spell out our reservations in some detail as 
these are all too easily shouted down as weak-kneed academic 
scruples or ‘value judgements’ which have to give way to the ‘hard 
facts’ of economic life. 

It is not difficult to identify values with which the emphasis on 
turning pupils into better workers may seem to be in conflict. 
These include the traditional aims of teachers to promote pupils 
personal development and autonomy by extending their know- 
ledge and imaginative horizons and, above all, the level of their 
aspirations. They also include such values as rational inquiry and 
the commitment to non-instrumental goals which liberate the 
individual from the rat-race of utility and dependence on the 
approval of authority. The introduction of training at a fairly early 
stage in the secondary curriculum may also inhibit social mobility 
and run counter to the principle of equality of Opportunity which 
for many teachers remain important aims. We should not be 
over-awed by a style of rhetoric which concedes that these aims are 
no doubt very fine, but points out that if we do not compete 
successfully with the Japanese or whomever, none of these things 
will be possible anyway. Most of our educational aims are 
compatible with a lower level of economic affluence. Marginal 
increases in industrial efficiency will not affect the long-term 
destiny of our society and do not justify the sacrifice of major 
cultural goals or important areas of individual autonomy. 

To orient people towards specific occupations — or rather for 
specific occupational levels — before they are fully fo! 
acceptance of Dewey's ‘mediaeval doctrine of soci 
tion’ referred to earlier. The process of training is 
arduous one, implying a degree of single-minded c 
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in a position to choose whether or not such activity is to be a 
significant element in his own way of life. A degree of discussion, 
experimentation and freely chosen activity is, of course, in place as 
well as the disciplines imposed by the craft and its materials. If, at 
the end of the day, the student comes to value the work of others in 
this field, but concludes that this activity is not for him, nothing is 
lost and some unrealistic aspirations may have been laid to rest. 

The way in which future operatives are handled is likely to be 
somewhat different. The processes to be learnt may have little to do 
with allowing the individual to explore his aesthetic experience or 
follow his own bent. They will be closely defined by the current 
practices of the industry and be determined by considerations of 
economy and managerial control. The trainee who, out of curiosity, 
expresses an interest in making pots by, say, certain more primitive 
processes just to see how it works out is likely to experience the 
rough side of his instructor’s tongue. The aim is that he should 
learn to perform certain tasks as efficiently and reliably as possible. 
Speculation as to whether it is worth doing or whether something 
else might be done instead are strictly out of place. 

Whereas education may, among other things, provide the 
experience on which to base one’s life choices, to undertake a 
particular form of training implies that these choices have already 
been made. One is to work in the pottery factory and must get 
down to the hard graft of acquiring the necessary knacks and skills 
and performing them at an appropriate pace. To decide subse- 
quently not to become a potter would imply a certain failure. 

To undertake the arduous business of acquiring the skills of even 
a relatively humble occupation for the instrumental purposes of 
making a living is to have made a substantial investment of time and 
effort in the status quo which it may later be difficult to jettison. In 
terms of one’s identity one has ‘become’ a potter or whatever. 
When the need for potters disappears, it may not be psychologically 
easy to write off one’s earlier efforts and seek a job of a different 
kind. One simply becomes an unemployed potter, waiting for the 
upturn in the economy. Potters are taken as an example at random. 
Unemployed miners, not to mention redundant teachers and other 
academics, have proved equally reluctant to abandon their former 
identity and seek employment other than that for which they have 
been trained. 

Of course, we must all make a choice of occupation and 
undertake the necessary training in the end. But as such a choice 


65 


Understanding Educational Aims 


may be hard to change it needs to be delayed for as long as possible 
and genuinely made by the individual in the light of necessary 
knowledge and reflection. . 

The commitment which results from training for a particular 
occupation has implications not only for the individual but for the 
social structure as a whole. To have spent much time and effort on 
one’s training is to have acquired a commitment to a continuance 
of the existing occupational structure as well as to one’s own 
position in it. 

Premature vocational education may also contribute to a perpe- 
tuation of the existing social order in even more obvious ways. 
Time spent on vocationally useful learning, even when this is fairly 
generally applicable at a certain level of employment, is time taken 
away from learning of other kinds. No prisoner is so effectively 
imprisoned as one who does not even know of the existence of a 
world outside his prison, or is led to think that what it contains is 
‘boring’ or ‘snobbish’ or irrelevant to anything ‘of practical 
importance. Take children out of their ‘useless’, ‘academic’, ‘ivory 
tower’ classes in foreign languages, history, Euclidean geometry, 
English literature or whatever and send them out on work ex- 
perience into a factory or restaurant or supermarket and you 
do not increase the chances that they will become judges, 
archbishops, merchant bankers, or even leading figures in major 
commercial enterprises. 

Of course, they will learn many useful skills — useful, that is, not 
so much to themselves bu 
bankers and leading figures 
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and aspirations may prevent the individual getting much further in 
life. Indeed, the resultant limitation of views and attitudes will 
usually render the individual unacceptable as an applicant for 
more elevated and responsible forms of employment. 

In order to defend technical and vocational education against the 
charge of being limiting or even disabling in an age of rapid 
technological change, much has been made of the notion of 
‘generic’ skills which, though vocationally relevant, are supposed 
not to be specific to any one occupation. Strong doubts have been 
expressed (Bailey, 1984, p. 184; Jonathan, 1983, p. 8) as to whether 
the notion of a generic skill is a coherent one. More to the point in 
the present context is the fact that many of the skills held to be 
generic (keeping one’s work station clean, relating appropriately 
to supervisors, counting singly or in batches) though common to a 
number of different occupations are highly specific to a particular 
level of employment, namely the lowest, and for this reason may act 
as a barrier to pupils’ mobility or the adoption of more elevated 
ambitions. 

It is undeniable that the economically most successful people in 
Our society spent their youth not in acquiring limited vocational 
skills but a good, general educational background. Consequently, 
there is an obvious social danger of vocational education coming to 
be seen as appropriate to the mass of the future working 
population while members of the future elite continue to receive, 
in the private system, a liberal education which is both personally 
and economically more valuable. 

Not only may the conditions and objectives of training subvert 
the aims of pupil autonomy and social justice. They may also inhibit 
the aim of promoting rational inquiry and conflict with the 
teacher’s commitment to truth. To questions about the nature of 
materials being worked on, or the underlying reasons for its 
behaviour, the trainer is bound to answer: ‘Never mind about that, 
lad, just keep your hand steady and your eye on the machine. 
Whereas the educator would welcome his pupil's questions as an 
Opportunity to provide an extended explanation, the trainer would 
only feel justified in so doing if it were likely to affect the trainee’s 
Performance on the job. 

There is another aspect to this conflict. Importance has been 
attached to ensuring that more, and especially abler pupils 
undertake a career in industry. Clearly, if it is the case that many 
Pupils take up other occupations because they are simply unin- 
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formed about industry, or because they are taken in by the 
gentlemanly ideology that trade is unworthy, then it is a highly 
desirable part of the educational process to correct this false 
understanding. What must at least be considered as a possibility, 
however, is that those in a position to choose have perfectly valid 
reasons for electing to follow the careers they do. These may be 
connected with the uncongenial nature of industrial work, material 
insecurity or the difficulties of reconciling success in industry with 
an acceptable family and personal life. They may also be of a more 
idealistic kind, finding public service or the liberal professions 
more attractive than the pursuit of profit, either for onself or for 
one’s employers. 

Careers education is obviously highly desirable if it is what it 
claims to be: careers education, the skilled, professional activity of 
seeking and Passing on to one’s pupils accurate, comprehensive 
information, duly evaluated and interpreted for their benefit. 
Clearly, however, it would be both educationally and morally 
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material, economy of presentation and academic regard for 
accuracy, integrity and truthfulness. A series of talks on the 
importance and benevolence of industry by representatives of the 
local chamber of commerce will not meet the bill. Nor will any 
discussion of the nature of industry or ‘the process by which wealth 
is created’ which is constrained to steer clear of political or 
controversial topics (Bailey, 1984, p. 174). 

Finally there are ways in which increased stress on the import- 
ance of work may be in conflict with the thoroughly legitimate 
educational aim of promoting the pupil's happiness and that of 
others. Workoholism is destructive of family life and both men and 
women are currently inclined to see only vocational activity as truly 
fulfilling. Much of the anxiety and stress and many of the identity 
crises connected with unemployment might be avoided if our 
education did more to encourage us to see work and the material 
benefits it brings as but one part of our life among others. 

In circumstances in which most school leavers will not find 
employment and many adults will experience extended periods of 
unemployment it might be thought that education would prepare 
individuals for this situation by de-emphasizing the importance of 
work, and by stressing the value of leisure, family relationships, 
recreational and voluntary activity and even the pleasures of the 
simple life. This, however, would be to fail to appreciate important 
functional aspects of both education and unemployment — or 
rather the threat of unemployment. The effectiveness of this threat 
as a means of discipline in the workplace and elsewhere would be 
gravely compromised if a generation of young people were to 
come to believe that there might be better things to do with one’s 
life anyway than to spend it working, or that there were more 
satisfying if less financially rewarding forms of work than employ- 
ment as it is usually understood. 

The essential truth expressed by the metaphors of wage-slavery, 
the treadmill and the rat-race is that finding value in things other 
than material advantage is bound to be liberating. However hard 
and efficiently we work, the instrumental benefits of our efforts 
may depend not on our own dedication and skill but on the 
approval of authority or on the good will of those who control the 
conditions of our work. And this approval, these conditions, may 
often be withheld at will. The more committed we are to our work, 
the more we have invested in learning to work efficiently for the 
reward and approval of others, the greater is our enslavement. 


69 


PART III 


Aims and Society 


4s w 

UÈ i mad 5 

| > eo & it 3} 

\e SEa) 

W: s # 
Wo. oft 
en S ¥ we 


Chapter Seven 


Supporting Law and Order 


It is expected of schools that they will make a contribution to the 
harmonious and orderly functioning of society. They are often 
blamed for the prevalence of crime, violence and civil dis- 
order, and the incidence of delinquency among pupils has been 
taken as a measure of a school’s effectiveness (Rutter, 1979, 
pp. 110-13). 

In considering whether, and in what ways, the support of law and 
Order is an appropriate educational aim one must begin by noting 
that it is perfectly proper for a society to adopt measures to protect 
itself, its institutions, its citizens and their way of life and property. 
This is subject to the proviso that the society in question is a 
reasonably just one. Needless to say, the question of whether a 
Particular society is ‘reasonably just’ is necessarily contentious. It is 
hoped that the following two chapters will provide for some 
reflection on what are to count as morally acceptable social and 
political arrangements. In the meantime this deliberately vague 
expression is used to avoid two opposite implications, neither of 
which are intended. 

On the one hand, it is not intended to justify conformity to the 
arbitrary demands of just any regime, however tyrannical. In an 
Obviously unjust society the forces of ‘law and order’ and those in 
the education system who see it as their aim to support them must 
often be regarded simply as the agents of oppression. 

But equally it is not intended to imply that a society must be 
absolutely and perfectly just before it is legitimate to give one’s 
Support to good order and the normal decencies of everyday life. 
Even in a society that contained a fair measure of systematic 
injustice, it might still be right to bring up young people to refrain 
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from indscriminate violence, vandalism, theft, fraud, and other 
anti-social acts. à 

The out-and-out revolutionary will reject any such compromise, 

arguing that this merely helps to cement an unjust status quo. On 
this view, people should be encouraged to do all they can to 
undermine public morale and disrupt public order so as to hasten 
the collapse of society and allow the building of utopia to begin. It 
is, however, by no means obvious that such a cataclysm will always 
lead to an improved state of affairs or that — criticisms of 
‘gradualism’ notwithstanding — improvement may not be brought 
about in at least some societies without any such event. Even in a 
revolutionary situation, furthermore, one might wish those who 
are to take part in the revolution to distinguish between hostile acts 
directed against the oppressor and indiscriminate acts of violence 
and brigandage committed against innocent members of the 
population. 

Individual readers will no doubt have their own views as to 
whether our society is one in which good order and moral conduct 
remain generally desirable, or whether it is so irremediably evil 
that a collapse into chaos and strife could only lead to an 
improvement. 

Though armies and police forces may make a considerable 
contribution to the maintenance of good order in the State, it is 
doubtful whether a peaceful and stable society would be achieved 
by their means alone. As an alternative and supplement to overt 
coercion, therefore, it obviously makes sense to bring up the young 
so that their actions do not bring them into conflict with other 
members of society; so that they conform to accepted customs and 
practices, respect established authorities, the rights of others and 
so on. This is clearly an attractive proposition as it leads to less open 
conflict, is less dangerous and probably less costly and more 
efficient than attempting to maintain constant surveillance (Bour- 
dieu and Passeron, 1970). 

The task of bringing the young to conform to the ways of society 
may be approached in a variety of different manners. One 
possibility might be to employ a fairly rigorous regime of 

socialization in which those who deviated from the required 
norms were simply brought back sharply into line, without a great 
deal of explanation. In that way children might quite quickly learn 
that certain things were just not acceptable, and were not worth 
attempting. Alternatively we might indoctrinate a whole system of 
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beliefs, values and ideals to justify the way our society was run. In 
that way we might even engage the idealism and highest aspirations 
of young people in support of our aims. 

There are, however, both moral and practical objections to 
either of these procedures which have little regard to the 
autonomy of the pupil or his evaluation of his own conduct. They 
involve the older generation, or certain educationally influential 
members of the older generation, in chocsing how others shall live 
and eventually controlling the future development of society from 
beyond the grave. The least evil likely to follow from this is moral 
stagnation, with today’s conventions continuing to bind the 
conduct of future generations, in situations to which they are no 
longer appropriate. More serious, perhaps, is the fact that values 
thus heteronomously acquired are notoriously unreliable in 
situations of novelty and change. The conduct of Spartans abroad, 
public schoolboys on rugger tours and convent pupils during their 
first university term are frequently quoted in this connection, as is 
the violence and confusion which often follows the collapse of 
authoritarian regimes. 

Apart from coercion, mere socialization and indoctrination 
there remains a fourth possible approach, namely a programme of 
genuinely moral education. The possible riposte that one man’s 
moral education is simply another's indoctrination should not be 
taken too seriously. The term indoctrination has been variously 
interpreted (see Snook, 1972). It may simply be seen as the putting 
out of a set of spurious beliefs supportive of a particular set of 
political interests. Or it may be more closely defined (as by White, 
1970 and Degenhardt, 1976) as the inculcation of certain belief 
systems in such a way that they cannot easily be questioned or 
criticized. Often, no doubt, the two processes go hand in hand. For 
our purposes, the distinguishing feature of moral education, as 
opposed to other approaches to the guidance and control of 
conduct we have considered, is its essentially conscious and 
non-exploitative character. 

It is assumed that a morally educated person is one who 
understands that others have interests which are as real and 
important as his own, and is prepared to act on this view. If we are 
genuinely concerned with moral education, rather than yet 
another brand of indoctrination, this reference to understanding is 
crucial. It is not sufficient to say, with Peters (1974, p. 253), that a 
moral person is ‘someone committed to the impartial treatment 
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of the interests of others’. For such a commitment could - 
engendered by indoctrinatory means. To insist on the element ol 
understanding implies that the pupil will have come to this 
conviction through a process of experience and interaction with 
others, as well as by such means as discussion, reflection and so on. 
Of course, the task of the moral educator, unlike that of the 
indoctrinator, is an essentially hazardous one. If we are concerned 
with genuinely open discussion and critical reflection, rather than 
with some stage-managed form of substitute for it, we must 
entertain the possibility that our pupil will come to radically 
different conclusions from our own. In principle, he may perfectly 
well conclude that the wishes of some revered authority figure or 
the prescriptions ofa certain religion are of overriding importance, 
or that the only thing that matters is to look after number one. 

To place any confidence in the process of moral education, 
therefore, one has to think it actually is the case that everyone has 
interests that are of comparable importance, and also that a process 
of open-minded reflection will lead people to this conclusion. If 
one turns out to be wrong, then society will have to fall back —as it is 
bound to do- upon more coercive measures to protect its citizens. 

Thoroughgoing relativists will, no doubt, continue to see the 
notion of everyone’s interests being equally important as ideolo- 
gical, on a par with ‘The King’s authority comes from God’ or ‘A 
woman’s place is in the home’. Extreme rightists will also see it as 
an attempt to ‘shackle the strong’ and prevent the Ubermensch from 
taking ‘that which is his due’ from the lesser mortals around him. 
The notion that everyone’s interest is of equal importance has the 
advantage, however, that it is readily understood and rationally 
defensible. It is incapable of providing moral justification for the 
exploitation of one individual or group of individuals by another — 
though it must be admitted that in practice the procedure of 
majority voting, which derives support from it, may be used to 
suppress the interests of minorities, 

A morally educated person, as opposed to one who has been 
brought to conformity by some other process, does not refrain 
from stealing because, in some transcendental sense, ‘theft is 
wrong’ but because he perceives that there is no justification for 
appropriating something which another has created or obtained 
for his own use. He does not abuse his position on the local council 

to favour his own business interests, because he sees that the voters 
would not have elected him if they had known this to be his 
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intention. If he does not break promises or other commonly 
accepted rules of conduct it is because he sees that he himself 
profits from the fact that others keep them, and understands that 
there is no reason why exceptions should be made in his own case. 

This does not mean that he will not act in his own interests. He 
may compete for a post or a contract with the same vigour as 
anyone else, but only within the same rules as he regards as 
binding on others. He will obey the just and reasonable practices of 
his society, not unthinkingly out of habit or because it is the ‘done 
thing’ but because others rely on his obedience, just as he relies on 
theirs. Though he usually follows existing custom, he does so from 
choice (though he may not make a conscious choice every time he 
acts). He is therefore in a position to act in a principled way when 
established practices conflict, or are inappropriate on a particular 
occasion. 

Such an attitude to the rules and practices of orderly, civilized 
Society implies a knowledge of circumstances and consequences 
and an understanding of both the point of particular practices and 
the nature of moral action. This emphasis on knowledge and 
understanding makes the aim an appropriate one to educators. 
Like all aims, that of moral education is incapable of exhaustive 
achievement, but is nonetheless a highly practical undertaking. 

We are unlikely to produce a society of saints, and may even not 
wish to do so. Coercive sanctions may remain constantly neces- 
Sary for some individuals and even the generally well-intentioned 
may need to be guided by the knowledge that certain actions will 
simply not be tolerated. Nevertheless, a society in which the goal of 
moral education has been pursued with only partial success will be 
a better place to live in than one in which it is disregarded. A 

There is supposed to be something of a problem or paradox in 
the notion of moral education. This lies in the fact that though 
reasons for acting morally can be rationally argued, the commit- 
ment to do so cannot be rationally acquired. It seems to be 
generally agreed (Peters, 1974, p. 255) that moral education is 
unlikely to be successful unless this commitment is acquired long 
before the individual has reached the stage of being able to 
appreciate the rules he has to obey. Paradoxically, therefore, the 
Moral educator must begin the process destined to culminate in 
moral autonomy by obliging the child to obey rules he cannot yet 
understand. ` 

Whether or not young children really understand as little as this 
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argument implies, the paradox does not seem fatal to the idea of 
moral education. If it is a fact that children must pass through a 
stage of simple obedience or one in which rules are thought to be 
absolute, so be it. There seems no great evil in a temporary 
non-rational commitment to a way of behaving which the indi- 
vidual would most likely see to be rationally desirable if he were in 
a position to do so. The only important thing is that, having got the 
individual to conform, we should not then omit the critical stage of 
reflection on the grounds that, since the young person now 
conforms to our wishes, there is nothing to be gained from 
carrying the process of moral education any further. 

Ideally, the process would seem to be that the individual first 
becomes committed to certain ways of behaviour in terms of his 
own particular level of understanding, but later comes to sort out 
the various anomalies and contradictions and abandons certain 
rules that no longer seem justified. Though the initial commitment 
may not be rational, it is reason that determines which commit- 
ments are to survive. 

It is difficult to see how moral education as characterized above 
can be anything but a laudable educational aim. It is beneficial to a 
reasonably just society that it should have citizens who not only 
obey most of its rules, but do so intelligently, reflecting upon them, 
adopting them and refining them in the light of changing 
circumstances. 

The moral educator cannot be accused of inducing a state of 
conformity for the benefit of society to the detriment of the 
individual. For the morally educated person is only brought to 
obey rules which he chooses to obey after rational reflection in a 
society in which he too benefits from the moral conduct of others. 

The question of exactly how a moral person should conduct 
himself in a grossly unjust and oppressive society is a complex one 
which cannot be satisfactorily dealt with here. Morality certainly 
does not require one to allow oneself to be robbed and cheated by 
conforming to standards of honesty one knows others will break. 
There is, however, a long tradition ofargument to the effect that, far 
from being a negative constraint, having been brought up to be 
moral is to be seen as a considerable benefit. This is not simply the 
naive claim that honesty is in some way the ‘best policy’, for at a 
oa ma well not be. Nor is the point the idealist one that 

individual achieves some form of self-realization through 


devoting himself to the highest good of his community (White, 
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1978, p. 8). Yet if we are very concerned for someone’s well-being — 
as concerned as we are for our own — in the way that adults are 
often concerned for that of the younger generation, we should 
certainly want them to grow up able to take care of themselves and 
look after their own interests. But we should not wish them to grow 
up egoistic, mendacious or cruel. We should regret such an 
outcome, not for our own sake — because we feared being 
abandoned or knocked on the head in our old age — but for theirs. 
We should feel that they had somehow lost out. Should we not? 

There is a final consideration. Even if being morally educated 
means that the individual is sometimes worse off as a result of 
considering the interests of others equally with his own, the 
educator need feel no qualms of conscience on his behalf. For he 
will only do this when he ought to do so and, furthermore, when he 
himself decides that he ought. This would certainly not be so in the 
case of someone who conformed to the norms and customs of his 
society as a result of indoctrination, socialization or straight 
coercion. 

It will be recalled that our consideration of moral education 
arises in the context of our dicussion as to how society might be 
made more law-abiding and orderly. In this context the public 
demand is usually for socialization rather than moral education. 
The requirement is for conformity rather than moral reform or 
innovation. When parents, industrialists, and politicians ‘blame the 
teachers’ or ‘hold parents responsible’ for the ills of society they 
most emphatically do of want youngsters whose moral education 
leads them to demand better treatment for homosexuals, become 
indignant at the slaughter of animals or refuse employment in 
factories making white bread (White, 1982, p. 105), weapons 
Systems or tobacco products. 
_ Ina fairly just society, successful moral education ought to result 
in a degree of law and order, since a moral person will perceive the 
tightness of conforming to just laws and possibly even to some 
Unjust ones, rather than commit greater injustice or do greater 
harm by flouting them. In so far as injustice remained, such a 
Person would be committed to work for change through resistance 
and protest, including symbolic acts of non-conformity if necessary. 
There can be no guarantee that such activities will not lead to 
Conflict and even violence, for the defenders of injustice will 
necessarily wish to suppress them. Certainly, there will be 
accusations of immorality, subversion, lack of respect for law and 
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order, lack of moral fibre, political indoctrination by teachers and 
so on. The latter, it may even be said, are paid, not to try to reform 
society by preaching their own values, but simply to pass on the 
values we have. 

That teachers, or anyone else, should attempt to improve society 
may seem to have overtones of arrogance and paternalism. Yet it 
can scarcely be right to refrain from so doing when the opportunity 
lies readily to hand. Only those who would themselves be 
prepared to refrain from changing society in directions that 
seemed desirable to them can demand that we should refrain from 
attempting to reform society. And this certainly excludes most of 
those who are inclined to criticize teachers for their reforming 
zeal. 

Actually, however, we are not strictly concerned with social 
reform being pursued by teachers themselves, but by their morally 
educated ex-pupils. There is no question of the teachers attempting 
to achieve their own political aims by using their pupils in- 
strumentally to this end. For to educate morally is not to commit 
individuals to certain kinds of action, but to place them in a position 
to choose what seems the morally right course of action for 
themselves. 

Some people may feel that this is rather splitting hairs, and that 
moral education remains subversive; and so indeed it is. For this 
reason, conspicuously successful moral educators have sometimes 
ended up drinking hemlock, or swinging from a cross. 
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Equality 


Elsewhere (Wringe, 1984) I have discussed ways in which educa- 
tors may be expected to contribute to the task of rendering society 
more democratic and ( pp. 43-64) have particularly examined the 
vexed and complex issue of equality of educational opportunity. In 
the present chapter I am no longer concerned with equality of 
OPportunity but with equality owt court. This is a more important 
and all-embracing aim, for if a society contained only a few social 
slots in which it were possible to have a satisfactory life, it would be 
Of little comfort to other members of that society that the 
©pportunities to obtain those positions had, in some sense, been 
€qual. Our concern here is therefore with structural inequalities in 
Society rather than with the identities and biographical details of 
those who Occupy the various positions in the structure. 

That it is a legitimate aim of teachers and those who formulate 
Educational policy to attempt to render society more equal is not 
universally agreed. We must begin by dealing with one not 
Uncommon line of argument (see e.g. Cooper, 1980, pp. 1-29) to 
the effect that the notion of equality itself is in some way vague, 
Meaningless or incoherent. An equal society is here taken to be 
Wite simply one in which there are not wide disparities in either 
Material wealth or in power and status. In such a society, some are 
Ob automatically at the beck and call of others, either in virtue of 
pconomic necessity or because deference is thought to be 

“tomatically owed by the members of one category of individuals 
to those of another. ` 
be. Cut introductory chapter we suggested that for something to 
= legitimate educational aim it should first be desirable in gen- 
a'terms; that teachers should be ina position to promote such an 
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aim as part of their work as educators, and that it should not conflict 
too disasterously with other well-established educational aims. 

For many, the issue of whether a more equal society is itself 
desirable has long been settled beyond all further discussion. Such 
a view may be justified by the observation (cf. Locke, 1689-90, 
11.2.4, p. 309) that no one has any reason to regard himself as being 
of less consideration than anyone else, or accept a set of social 
arrangements that bear this implication. In recent times, however, 
a number of objections have been raised both to the principle of 
equality, and to some of the arguments that have been put forward 
in favour of promoting it. 


‘The Existence of Poverty isnotan 
Argument against inequality’ 


It is a time-honoured part of the rhetoric in favour of greater 
equality to describe vividly the pitiful condition of some indi- 
viduals — farm labourers, factory workers, or starving African 
children — and contrast this with the lives of those living in 
superfluous, often vulgar affluence. Opponents of equality, howev- 
er, claim that this is not a valid argument in favour of equality at all. 
The fact that people are starving is certainly a reason for feeding 
them, but equality has nothing to do with it. That people are 
Starving is supposed to be reason for feeding them, not on grounds 
of equality, but of pity and common humanity. Since there are 
already sufficient grounds for feeding people, arguments about 
equality are redundant and may even appear frivolous (Cooper, 
1975, p. 121). 

The point of this manoeuvre is that, if we accept that affluence 
and poverty side by side are relevant to each other, it is difficult to 
avoid the conclusion that together they represent an injustice in the 
way resources are distributed. It is equally hard to avoid feeling that 
such a situation ought to be remedied right away — if necessary by 
the simplistic and obvious device of forcibly taking resources from 
where they are superfluous, and transfe 
possible to where they are desperately 
that for example starvation is a bad stat 
remedied, without reference to the 
matter of justice, which we are un 
straight away, 


rring them as quickly as 
needed. If, however, we say 
€ of affairs which ought to be 
affluence of others, we turn a 
der an obligation to deal with 
into one of charity. We ought all of us — rich and less 
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rich — to be generally charitable and help those in distress. But we 
have no obligation to help these particular sufferers on this 
particular occasion. We should be praised for doing so, but neither 
we nor anyone else can be blamed if we do not. No one is perfect 
and provided we sometimes act charitably towards others in 
distress we may continue to consider ourselves virtuous and 
humane. In technical terms, a duty of perfect obligation (to right an 
injustice here and now) is transformed into one of imperfect 
obligation, to which we should all attend, but at times and on 
occasions of our own choosing. 

The manoeuvre is scarcely convincing, for our response to the 
distribution of wealth in the world is not merely sorrow that 
deprivation should exist, but indignation at the social and econo- 
mic arrangements which enable it to do so when others might 
prevent it. In so far as such a grossly unequal distribution of the 
world’s resources continues it reflects a system of values according 
to which the whims, pleasures and ostentation of some are more 
important than the basic needs, or even the lives, of others. To this 
extent, the issue is not merely one of poverty, but genuinely one of 
inequality — not merely inequality of wealth, but inequality of 
regard, for some individuals are quite literally perceived as being 
persons of such comparatively little importance that even their 
extreme needs merit no consideration. 


‘Inequality is Necessary to 
Economic Prosperity’ 


gue that without differences in wealth 
would grind to a halt. Incentives are 
are to be motivated to 


Opponents of equality may ar, 
and power economic activity 
supposed to be necessary if individuals 
devote their energies to the production of goods. If the rich were 
less rich, so the argument goes, the poor would be a good deal 
poorer. How can we expect those who ‘have the talent’ to create 
wealth if we do not reward them by enabling them to become even 
more affluent? How can we expect the workers to work with real 
commitment, if they know that ultimately they are cushioned 
against the threat of destitution? Supposedly, this is a hard-headed 
economic argument so that those without expertise in that field 
may hesitate to challenge it. In fact, however, it is an argument 
about human motivation and values. Such an argument only gets 
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going in a society that is already unequal and in which those with 
the power to ‘create wealth’ are comfortably off. Clearly such 
people cannot be driven on by the threat of penury, for it is 
supposed that their security is assured. Equally, the poor are not to 
be encouraged by the prospect of great affluence, for not only 
would the benefits of higher production have to be spread too 
thinly to make any difference, but also the benefits of ‘getting on’ 
and acquiring more wealth lose their point if they are too widely 
spread. The point of being better off is the advantage it gives one in 
purchasing the services of others, or in competing with them for 
the purchase of goods. 

Even if we accepted the primacy of economic motivation, 
however, it is far from clear that workers and management need to 
be motivated in such obviously unequal ways. There is, on the 
contrary, no reason why the power to make decisions that lead to 
the production of wealth needs to be in the hands of people who 
are already more comfortably off than others. Indeed, it might be 
argued that if poverty continues to be tolerated it is because it only 
has to be endured by the poor. If on the other hand the 
management of British industry has recently shown a greater sense 
of urgency than hithero, it just might be because of the realization 
that unemployment is capable of affecting executives as well as 


manual workers. The motivation of fear, if it operates at all, would 
be effective whether or not mana 


gers received substantially greater 
material rewards than those they managed. ; 

_ A more profound objection to the argument for economic 
inequality as an incentive, however, is that it assumes that 
economic gain is the only effective human motivator. Possibly it is, 
but this is not something which economists do or can demonstrate. 
It is an assumption of economics as a discipline that rational 
individuals will act so as to increase their economic advantage. 
Unfortunately, this theoretical assumption often comes to be 
regarded either as a statement of fact, or as a prescription, so that 


acting for other motives is looked upon as ‘irrational’ or even 
irresponsible or ‘wet’. 


Significantly, 
prises themselv 
from theories 


even in the management of commercial enter- 
es there has, for some years now, been a move away 
of scientific management stressing economic gain as 
a motivation. Instead, modern management theory may recognize 
the importance of human relations and group norms in determin- 
ing how hard people work. Alternatively, a desire for fulfilment and 
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self-motivation may provide an explanation (Handy, 1985, pp. 
26-34). If such motivations are at all effective — and go-ahead 
commercial enterprises would hardly take them seriously if they 
were not — then the argument that the only possible alternatives to 
inequality are lethargy and economic decline comes to look less 
convincing. Even if it were useful to signal recognition of extra 
commitment or extra talent by means of some extra financial 
reward, it is far from obvious that the wide inequalities of wealth 
and poverty that currently exist in the world are necessary. 


‘Equality is Boring and Coercive’ 


It is sometimes held that a society which was more equal would be 
less agreeable to live in. Such a society might perhaps be a prey to 
drab conformity, oppressive, and destructive of freedom. Athens 
(based on slavery) and France under the old regime are often cited 
as inegalitarian societies in which intellect and the arts flourished. 
But individual examples prove nothing. Sparta also had its slaves 
and South Africa is not culturally distinguished. 

No doubt there are rich people who despise the mediocrity of 
the common herd and find people poorer than themselves dreary, 
grey or earnest. No doubt, release from the need to earn a living, 
plus a spot of extra cash, enables some people to engage in 
glamorous pursuits, travel, purchase interesting possessions or 
indulge in engaging eccentricities. It is not, however, clear whether 
rich people really are more interesting, or are merely so to other 
rich people with whom they may share common concerns and 
common experience. If the non-rich really do tend to be boring it is 
not clear whether this is a necessary effect of having a modest 
income, or whether it results from the universal striving for greater 
affluence which is the characteristic of an unequal society, but from 
which the really wealthy are released. If, in an unequal society, only 
the rich have access to those things that make for an interesting life, 
this would seem to constitute one more rather than one less reason 
for distributing such opportunities more widely. 

In any case, it is odd to attach such importance to the need to be 
interesting compared to the evils of an unequal society. One 
needs, after all, to be quite well off before boredom becomes a 
major problem. The notion thata more equal society would have to 
be totalitarian and oppressive is based on the assumption that 
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people are ‘naturally’ different in their talents and abilities and that 
a great deal of coercion would have to be exercised to prevent 
these differences from manifesting themselves. 

In part, this argument rests on the notorious error (or debating 
trick) of confusing equality with sameness, and accusing egalita- 
rians of wanting the latter. In fact, however, someone committed to 
a more equal society need not be in the least bit worried about the 
diversity of human talents, or even about modest differences in 
reward and recognition that such diversity might bring. 

What will be of more concern is the way in which differences in 
wealth and power, which may indeed have had their origin in 
special abilities or extra effort, are systematically widened over a 
whole lifetime, not to say from one generation to another. 
Someone who is just slightly richer or more powerful will tend to 
be in an advantageous bargaining position in his dealings with 
others. He has more pressures to exert and more favours to trade. 
What is centrally of concern to the person committed to social 
equality is the fact that where differences of wealth and power are 
wide, individuals will enjoy (or suffer) different qualities of life, life 
choices and even life expectations (Honderich, 1976, pp. 1-44) toa 
degree not justified by any differences in desert. 

To speak of such differences as a gain in ‘freedom’ is ludicrous. 
In widely unequal society the poor are constantly obliged to serve 
the whims and projects of the rich and must constantly submit to 
constraint, not to mention indignity and humiliation, to obtain what 
they need, or even to survive. Of course some have more freedom 
than they would in an egalitarian society. But to adapt an important 
distinction made by Cooper (1980, p. 53), someone committed to 
more freedom’ as a political ideal usually wants to see a 
distributional increase in freedom — that is, more people being free 
in the way that the most free were before — rather than an 
ontological increase in which some people are freer than anyone 
was before. This latter ideal might have sinister overtones indeed. 

There are further ways in which inequality is likely to lead to 
more coercion rather than greater freedom, as well as to other 
undesirable social consequences including violence and social 
unrest. Defenders of inequality often claim that egalitarian de- 
mands are motivated by envy. Let us suppose that this is true, and 
concede that the emotion of envy is not an edifying one. This, 
however, would seem to provide little support for inequality, for 
envy is perfectly natural, if not actually justified, in an unequal 
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society in which advantages of wealth and power are clearly valued, 
if not actually flaunted. There is little cause for envy among equals. 

The underprivileged may not only envy the better-off but also 
seek to get their hands on their possessions, either by individual 
criminality or by revolution. Inequality, especially in the modern 
world in which the have-nots have the means of knowing what the 
haves have, is a constant stimulus to and, in many cases, a perfectly 
good justification for social unrest. In consequence, inequality is 
necessarily accompanied by a whole panoply of forces to protect 
the advantages and possessions of the privileged, and this rapidly 
becomes an apparatus of oppression. It is a small step from a police 
force or private security organization employed to protect the 
property of richer citizens from robbery and vandalism, to armed 
para-military riot police employed to contain the population of 
troublesome areas with tear gas, baton-charges and ultimately 
firearms. That inequality leads to more oppression rather than to 
greater freedom is all too apparent in the inegalitarian regimes of 
both East and West. 

If this all seems somewhat distant from the classroom, it must be 
borne in mind that schooling is an important part of the process by 
which the differentiation between those who are destined to be 
affluent and influential and those who are not takes place. Schools 
are not the only agencies operating in this way. Families and 
neighbourhood communities may be even more influential and, 
dare one say it, there may also be inherent differences of ability and 
temperament. Nevertheless, schools, by virtue of their organiza- 
tional, curricular and other policies may compound and amplify 
these differences or — if such is their aim — take deliberate steps to 
avoid doing so. A 

Various recent changes in the organization of schooling have 
been made with precisely this latter intention. The move to 
comprehensive education, efforts to develop successful modes of 
mixed ability teaching, and the establishment of a substantial 
common core curriculum are cases in point. So are efforts to 
abolish an exclusive private sector in education. 

It should be stressed that such policies are not undertaken to 
‘impose equality’ as their detractors often claim but to avoid 
processes which amplify existing inequalities. In this respect the 
move to comprehensive education was not so much itself apiece of 
‘social engineering’ as the dismantling of a previous piece of social 
engineering, the tripartite system, whose prime function was to 
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differentiate between individuals in terms of their future social 
destinies. 

Grammar schools — and this is even truer of schools in the 
private sector — frequently went to some pains to ensure that their 
pupils not only advanced further in their studies, but also studied 
(or avoided studying) a particular range of subjects as well as 
learning to behave, dress and speak in ways that sharply disting- 
uished them from others. Even much later in life those who have 
had a grammar or public school education are fairly easily 
identifiable, not simply in virtue of their competences but because 
of their speech and bearing. It is not too much of an exaggeration to 
say that they are frequently seen (even if they do not see 
themselves) as belonging to a category of individuals entitled to 
special consideration. 

Not having studied certain subjects such as a modern language 
or Latin often served as an occupational or educational filter, even 
though candidates were unlikely to use a foreign language in their 
later work or courses of study. The point was that having studied or 
not studied these particular subjects served as a convenient 
shibboleth, enabling social distinctions to be disguised as differ- 
ences in ability and attainment. In like manner, having studied for a 
different set of examinations (the old O-level as opposed to CSE, 
irrespective of the level of pass achieved) served to distinguish 
between pupils from different bands of the comprehensive school. 
Significantly, the CSE examination was virtually never taken in 
public schools, even by pupils for whom the O-level course was 
(ay unsuitable and who stood little hope of achieving a pass in 

To be a teacher committed to equality as an aim is to be aware of 
such policies and practices in schools, and to be committed to 
reducing their divisive effects. It is, however, not merely these 
major organizational arrangements that emphasize and progres- 
sively amplify differences between pupils. There are many ways of 
conveying the message that some pupils are more valued than 
others, may naturally expect more consideration, and have in- 
terests which must be protected when there is competition for 
attention or resources. These ways include the allocation of rooms 
and staff, expenditure on books and equipment and, of course, the 
pond of teacher response and interaction in the classroom. They 
a oe erg everyday teacher language of top, middle and 

sets, A, B and C bands, reference to moving pupils ‘up’ and 
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down’ and so on. The message is also conveyed by which 
achievements, and more especially whose achievements, are 
recognized and celebrated and whose are ignored. 

The problem that anyone concerned with equality faces in 
dealing with these matters is that they are easily represented as 
trivial or petty. The changes of class names to, for example, 1J and 
1S (Miss Jones's first-year class, Mr Smith’s first-year class) instead 
of 1A and 1D is often regarded with irony or even criticized as 
hypocrisy. The school may be accused of attempting to deny 
reality’ as if the reality of A, Band C streams were more than a social 
construct. Yet it is these small indications of attitude which create 
the school ethos and may more effectively mediate our value 
assumptions than more explicit attempts at value education. In the 
matter of equality, attitudes are supremely important, for it is these 
that determine the extent to which advantage and deference is 
expected and demanded as a right by the privileged and conceded 
as reasonable and proper by the remainder of the population. 

Though values may be more effectively caught through the 
general school ethos than imparted through explicit teaching, 
there may nevertheless seem to be a case for the deliberate 
presentation of equality as a value through whatever modes of 
moral education the school employs. 

Direct exhortation may be crude and ineffectual, but schools 
have not hesitated to commend models of courage, inventiveness, 
piety, industry or patriotism, to name but a few of the qualities 
different societies have valued and sought to encourage in the 
young. Those who have fought, often died, and in many places 
continue to do so, for the sake of equality may also seem worthy of 
presentation to the young for their approval and emulation. 

No indoctrination of controversial political values is here being 
proposed. In so far as equality is one of the most fundamental and — 
outside the academic world — widely acknowledged values of our 
society, those who oppose its teaching are way out of line. No 
politician, even of the extreme right (except in South Africa), stands 
up and openly speaks against equality. Those who have inegali- 
tarian policies to propose will normally do so in terms of some 
other value such as securing the economic base, or attempt to 
show that in some round-about way such policies will ultimately 
benefit all. 

Nor is it proposed that the value of equality should be taught in 
such a way that it will not be challenged or criticized, for the more 
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passionately and critically the values of equality and its alternatives 
are discussed, the better. 

If the drive for more social equality is both morally desirable in 
itself and something which both practically can and legitimately 
may be promoted within the educational process, it remains to 
consider how far it conflicts with other acknowledged educational 
aims. 

Provided equality is not interpreted as sameness, there is no 
reason why the aim of producing a society in which all are valued 
equally should be inimical to those aims considered earlier, which 
directly benefit the individual and favour his personal develop- 
ment. On the contrary, such aims are more compatible with an 
education suitable to a society of equals than that necessary in 
unequal societies of the past when both rich and poor alike had to 
be schooled in ways thought appropriate to their station. Only 
those whose happiness and fulfilment is to be found in flaunting 
their superiority or exercising their power over others are likely to 
feel that their personal development is inhibited by an education 
aimed at promoting a sense of equality and mutual respect. 

It is difficult to see how such an education can be in conflict with 
the aim of developing each individual's personal autonomy. The 
contrary, indeed, would seem to be the case in so far as respect for 
one’s own equal value and that of others is rationally justifiable. 
Traditional deference to the authority of others, subordination to 
their superior power or simply a sycophantic desire to please one’s 
betters are obvious enemies of autonomy. Rejection of any such 
inclinations may be seen as a necessary part of the character of an 
autonomous individual. 

Possibly those who have been taught to see themselves as the 
equals of others may be less good workers than those who have not 
— at least from the point of view of those who employ them. This, 
however, is not entirely obvious. In a relatively complex post- 
industrial world employers may regard docility and dependence as 
less valuable than initiative and self-confidence. Staff training and 
development procedures may be designed to produce these latter 
qualities in many go-ahead organizations. 

AS we saw earlier in this chapter, there are reasons for thinking 
that an equal society is at least as likely to be governed by law and 
order as one that is unequal. It will also become clear that equality 


is far from incompatible with the values of justice discussed in the 
following two chapters. 
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Possibly more serious attention should be given to the conflict 
which some writers claim to have seen between the aim of 
Promoting social equality and that of encouraging educational 
excellence. Such writers lay particular stress on the special place in 
education of subjects (both artistic and intellectual) in which great 
care and effort by teachers and pupils may lead to a high level of 
performance. Such subjects are often those used to identify those 
pupils who are destined for the most valued social positions. 

As we saw, however, for someone committed to equality it is not 
differences in intellectual achievement which are undesirable but 
the different rewards and levels of social status we choose to link to 
them. That we should do this is a matter of decision, not of logic or 
necessity. Talented artists and scholars themselves may be ex- 
tremely modest individuals who do not always see their abilities as 
entitling them to material benefits or special privileges. They may, 
indeed, often be scornful of fellow artists or scholars who are more 
interested in outward rewards than the internal standards of their 
art or discipline. Anyone sincerely committed to excellence for its 
own sake, rather than for the sake of the honours and extrinsic 
rewards it brings, must necessarily take the same view. 

To value certain kinds of achievement is not simply to value their 
highest expression in unique individuals, but to value their 
beginnings and the process of their development as well as 
encouraging their greatest possible improvement whenever they 
are found. There is no contradiction in logic between valuing the 
achievements of all pupils and valuing excellence. Indeed, it is 
difficult to see how one could value any form of excellence without 
also valuing the elementary stages on the road towards its 
accomplishment. 

Only at the contingent level of resourcing may there seem to be 
some conflict. One might, perhaps, have to choose between 
Providing science teaching for all pupils, or providing superb 
laboratories and the most excellent teachers for a small number of 
gifted pupils. Unless it is certain that the latter policy would 
ultimately prove self-defeating it must be admitted that some 
conflict may be unavoidable, as it would in the case of any two aims 
whose implementation made calls on limited resources. 

This is not to say that the pursuit of either equality or of 
excellence is an invalid aim, but simply that neither should be 
pursued exclusively of the other. No doubt a society committed to 
both would insist that its educational resources should be dis- 
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tributed fairly evenly, otherwise its commitment to equality would 
be meaningless. But it might still set aside some resources to foster 
exceptional talent or enthusiasm, especially where the individual 
himself was prepared to make exceptional sacrifices of time and 
effort. This would seem particularly acceptable if the talent in 
question were widely beneficial to the community at large and not 
linked to obvious material advantage for its possessor. 

Though there must clearly exist a certain vitalizing tension with 
such a policy, it is difficult to see it as entirely destructive of either 
aim. Such a line of thinking might enable the government of the 
Soviet Union not only to countenance but to give its positive 
support to the most distinguished of all ballet companies. 
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Equality and justice are not synonymous but there are important 
connections between the two and it will be argued that justice 
comes down to a kind of equality in the end. At a superficial level, 
however, there are a number of distinctions to be made. Among 
these is that saying that two people are being treated equally is a 
statement of fact (if it is true) and it is a further question as to 
whether this state of affairs is desirable. But if we agree that a 
certain way of treating them is just, no further justification is 
required, though we may always argue as to whether it is just or not. 

In recent years two influential accounts of the concept of justice 
have appeared. Neither of these seems ultimately tenable and 
neither is centrally concerned with education. It is necessary, 
however, to give some attention to the accounts of both Nozick 
(1974, pp. 149-231) and Rawls (1973), since both accounts have 
enthusiastic adherents and may play an important part in discus- 
sions about the distribution of social and educational goods. 

A feature of Nozick’s conception of justice is that it is perfectly 
consistent with the widest possible inequalities in the distribution 
of material goods, and is therefore often invoked by those opposed 
to the promotion of equality as an educational or social aim. 
According to Nozick, goods may be justly come by in three ways: 


(1) When someone takes some previously unowned object or 
material from ‘the state of nature’ and transforms it into a 
usable or valuable object by his own efforts (justice in 
acquisition). 

(2) When some justly owned good is voluntarily transferred 
(piven; sold, bequeathed) to someone else (justice in trans- 
er). 
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(3) As compensation for some earlier act of injustice. 


Such a conception of justice is easily reconcilable with extreme 
inequalities of wealth and power. Some people may be in no 
position to take what they need from the state of nature while 
others, by a series of ‘just transfers’, may accumulate wealth in 
superfluity. If some starve to death while others live in plenty that is 
unfortunate but, according to Nozick, no injustice. 

There is nothing to prevent those in possession of goods from 
increasing the differential in wealth by employing the efforts of 
others who ‘voluntarily’ give their labour, however disadvan- 
tageous the terms, rather than starve. The state may legitimately 
levy taxes for the purpose of defence and policing to protect the 
property of those who ‘justly’ own it from the depradations of those 
who do not, for this is something to which the possessors of 
property must rationally agree to as being in their interests. It is, 
however, an important part of Nozick’s argument that injustice is 
involved in any attempt to impose taxes for the purposes of 
providing for the welfare of the needy. This would be to deprive 
someone against his will of goods which he had justly obtained. 

This account is an attempt to recycle some of the liberal natural 
rights theories of the seventeenth and eighteenth centuries, which 
attempt to define a just society as that which would arise naturally 
among reasonable beings living freely and independently in a state 
of nature. It is an assumption of such theories that injustice can 
only come about as a result of individual unjust acts — that is, acts 
resulting in people being obliged to do something, or being 
deprived of something, without their consent. Yet clearly this is not 
the only way in which injustice can arise. If I do not choose to speak 
toa colleague, that is no injustice. I am not obliged to speak to 
anyone if I do not wish to. Others may make the same claim. But 
if everyone refuses to speak to an individual (as each would 
individually appear to be entitled to do) he may rightly claim that 
he is a victim of collective persecution. 3 3 
indeed cured ne lee by Me aa ree 
PARE Se sere E rst place by taking something from the 

à xing it with one’s labour’. The property then 
Pe belongs to the agent because it is only his labour that 
oa dete something of value. But it was an important 
P i is theory that one may only take from the state of 
nature so long as there is ‘enough and as good left in common for 
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others’ (Locke, 1689-90, II.5.27, p. 239). Locke and others writing in 
that tradition had little regard for the finite nature of the world’s 
resources. Yet if the destitute in the twentieth century cannot ‘take 
from the state of nature’ to nourish themselves by their efforts, it is 
because most of what was worth taking has already been taken by 
others, and precious little is left. The position of the destitute is 
therefore the result of at least some acts of injustice by those who 
have taken from the state of nature without leaving either enough 
or as good behind. Since it is, however, difficult to identify which 
particular acts these were and most present owners seem to have 
come by their goods by legitimate acts of transfer, the destitute 
have no one against whom they can claim just restitution. It must be 
said that Nozick recognizes and discusses this problem, but 
concedes that he does not succeed in resolving it (pp. 178-82). 

Thirdly, Nozick also readily concedes that the just processes he 
describes would hardly account for the present distribution of 
goods in the real world (p. 152). His central concern is simply to 
show that any egalitarian or other ‘patterned’ redistribution would 
be bound to be unjust, as he has explained the term. What he does 
not show, however, is that any such redistribution would, even in 
his own terms, be more unjust than the present distribution, 
resulting from many past acts of injustice of one kind or another 
and compounded by a systematic exploitation of an advantageous 
bargaining position (see Wringe, 1981b, pp. 72-3 for ‘unequal 
contracts’). Needless to say, Nozick’s acknowledgement that his 
account of justice does not necessarily relate to the present 
distribution of goods does not prevent his name from being 
invoked by those who wish to defend that distribution against those 
who might wish to change it. 

In a second account of the concept of justice, Rawls (1973) 
argues that a just society is one which a rational person would 
choose if he did not know what his own position in that society was 
to be. It is assumed that the rational person will choose a society in 
which he would not be too badly placed if the person who 
Occupied the least favoured role in that society were himself. 
Indeed, so Rawls argues, he would choose the arrangement in 
which the least favoured person were as well off as possible. The 
insistence that the rational person is not to know what his own 
Position (this includes his own tastes, inclinations and abilities) is 
to be is Rawls’s ways of expressing the principle that a just society is 
One which would be chosen by an impartial person — that is, one 
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who does not allow his choice to be swayed by considerations of 
personal advantage. The device of insisting that the person who is 
to choose the distribution of goods and advantages in society is not 
to know what his own position is to be, and therefore to fear that his 
may be the worst, is akin to one often used by parents for teaching 
the notion of ‘fair shares’ to their children. The child who cuts the 
cake or divides the fruit receives his or her portion last, and is 
therefore motivated to share it as absolutely equally as possible. 

Rawls’s theory, however, is not an argument for equality but an 
elaborate and often involved justification of inequality and meri- 
tocracy for, Rawls argues, in society at large some inequalities may 
actually be to the advantage of the least fortunate. The obvious case 
of this would be the offering of financial incentives in industry. This 
might improve overall productivity so that it would be possible for 
the least productive and least rewarded person to receive more 
than he received under the more egalitarian and less efficient 
arrangement, even though he now receives less than his fellow 
workers. For Rawls, therefore, the just society is not necessarily an 
equal society but one in which inequalities are allowed provided 
they benefit the worst off (p. 60). A rational person, even if he were 
the worst off of all members of the society, would, Rawls claims, 
choose such an arrangement in preference to one in which all were 
equal but all worse off than the least privileged member of an 
unequal society. It does, of course, look very plausible to suppose 
that if you said to the complaining underprivileged member of an 
unequal arrangement ‘Look, if you don’t accept your unequal 
position, you will be even worse off than you are now’, he would be 
bound to acquiesce in the status quo. This, in fact, is what is being 
said when politicians ask the not very well off to accept a policy of 
tax cuts for the wealthy, coupled with wage restraint or even a 
measure of unemployment in order to ‘preserve the economic 
base’ or ‘create the wealth’ which makes possible any wages or 
social benefits at all. The alternative, it is explained, is national 
bankruptcy and possibly starvation. Much the same argument may 
be applied in non-economic spheres when authoritarian govern- 
ments point out that the alternative of chaos and disorder would 
benefit no one, even the Presently most oppressed. It also 
underlies Hobbes’s view that rational individuals are bound to 
choose absolute monarchy since anything less is sure to degener- 
ate into the war of all against all which no one could prefer. 

A defender of Rawls’s theory would rightly insist, however, that it 
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may not be invoked in defence of extreme or unnecessary 
inequalities. For though, even in a grossly exploitative situation, 
there might be a dramatic worsening in the conditions of the worst 
off if the existing social structure were simply withdrawn, this does 
not mean that any and every form of existing social structure is 
justified. A Greek slave in a kindly family would probably be better 
off than if he were abandoned to robbers and wild beasts, but this 
does not justify slavery, for there are many other possible social 
arrangements under which the slave might be better off, and live 
safely, 

All the same, it is a major weakness of Rawls’s theory that once 
equality or something like it is abandoned as the standard of justice 
it becomes very difficult (Richards, 1982, p. 152) to know when the 
just’ situation å /a Rawls has been reached. Certain extremes are 
no doubt ruled out, as in the case of gross deprivation which allows 
people to starve or die of preventable disease, for people in this 
Situation could not possibly be worse off. It also rules out 
superfluous luxury (in the presence of great need) or arbitrary 
tyranny which contributes nothing to the good of the worst off. But 
there is no way of telling precisely which inequalities would be 
justified. 

The privileged would always argue — as they do in fact— that their 
particular privileges are, by one extended process of economic 
causality or another, essential to the well-being of the least well off, 
and would therefore figure in the scheme of things chosen by the 
rational individual from behind the famous veil of ignorance. 
There could, even in principle, be no way of deciding whether or 
not this was true, for whether or not a particular act of equalization 
benefited or harmed the least well off would depend on what else 
was changed in that society. 

It is no answer for the Rawlsian to point out that only the total 
Package which was of most advantage to whoever happened to be 
the worst off would be acceptable, for there is no possibility of 
determining which this would be. In the meantime the theory 
serves to defend particular inequalities depending on what 
assumptions one makes about what other parts of society it is 
searable to change, or not change, to meet the demands of the 
theory, 

Rawls, like many other social philosophers, must make certain 
assumptions about human nature and human life in order to 
render his theory plausible. One of these is that there are fairly 
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permanent and irreducible differences in human capacity, and ma 
for these to be deployed efficiently a differential system of rewards 
is necessary. Rawls, however, does not show (and does not attempt 
to show) that such a system has an overall beneficial effect on ne 
production of goods in a particular society. One might well 
imagine that the less well rewarded would be significantly 
demotivated, while those holding more privileged positions would 
spend much of their time defending those positions at the expense 
of their actual effectiveness. There is a plausible radical interpreta- 
tion of Rawls’s so-called difference principle, which, as is clear 
from the general tenor of his argument, Rawls himself does not 
take very seriously. This is that the only arrangement according to 
which the least well off stands the remotest chance of reasonable 
treatment is one of complete equality, or something close to it. On 
this interpretation, no inequalities, or only very insignificant ones, 
are justified by the principle. Possibly, individuals might earn small 
extra sums for moonlighting or overtime and there might even be 
small premiums to encourage the development of skills which 
were in particular demand. In an open and fairly egalitarian society 
there is no reason to suppose that great differentials would be 
necessary for this purpose. 

The reason that only a regime of approximate equality would 
allow the Rawlsian principle to be met is as follows. If human 
nature is such that maximum productivity of social goods can only 
be ensured by fairly significant differentials in reward, it is not 
plausible to suppose that those who acquire the most influential 
positions (by virtue of their special abilities) will consent to benefit 
only by such inequalities as favour the least fortunate. For if the 
least fortunate are also the least competent it is certain that they will 
also be the least politically powerful, as is the case in any real state 
in the real world. Add to this the difficulties mentioned above, of 
determining precisely which situation best fulfils the Rawlsian 
requirement, and the observed tendency of all but the perfectly 
selfless to interpret doubtful cases to their own advantage, and it is 
difficult to see how an unequal society can in practice be to the 
overall advantage of the least fortunate. Only by insisting that 


Society's goods are shared more or less equally is it possible both to 
increase the total amount of goods at society's disposal, and to 
ensure that the able, and especially those who have practical and 
political gifts, do not increase their share to the detriment of the 
less fortunate and less astute. 
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Of course, in supposing that the able and well-rewarded will act 
egoistically I too am making unflattering assumptions about human 
nature. But I am not obliged to do so. I may concede that the most 
productive may not be motivated by egoism. But if this is the case, 
the need for differentials to motivate the most productive dis- 
appears. Unlike Rawls, I do not require individuals to be egoistic 
for one part of my argument and selflessly scrupulous beyond all 
plausibility for the other. 

Rawls’s theory is open to attack from both left and right. An 
egalitarian may object to a system which encourages the most 
productive to expect differential rewards in return for the greater 
contribution he is only able to make through the good fortune of 
being born with greater abilities. Once basic needs are met, being 
well off in terms of the goods of status and display is comparative 
rather than absolute. To many, being ‘less than equal’ might be the 
worst of all evils (apart from death), especially if this less than 
equality were supposed to represent the lesser value of one’s 
contribution to society. Opening the weekly wage packet would 
then be not just a cause of disgruntlement, but deep humiliation. 

Objection may also be made from the right. In Rawls’s world 
merit and achievement would only receive reward when this was 
of instrumental value to the masses. But this, it might be argued, is 
Not justice but base expediency. Those who achieve and contribute 
more should surely receive more, irrespective of whether it is the 
least able who benefit from it. 

These objections from both left and right spring from an 
understanding of the concept of justice which is both older and less 
sophisticated than those of either Nozick or Rawls. According to 
this concept, to act justly is to treat equals equally and only 
unequals unequally. As expressed by Carritt (1947, p. 156), the 
Principle requires that we discriminate between individuals on 
relevant grounds, but on relevant grounds only. 

The question of what grounds are relevant must naturally be 
broached. Birth, race, gender and religion have all been consi- 
dered grounds for depriving individuals of equal treatment in the 
Past, and progress towards social justice has involved the gradual 
recognition that these are not acceptable grounds for negating the 
Presumption in favour of equal treatment at all. Need and desert 
(meriting either punishment or reward), on the other hand, are 
generally seen as grounds for treating people differently without 
infringing the principle of justice. 
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It might be thought that the aim of increasing society's stock of 
goods and thereby increasing the lot of all (including the least 
fortunate) justified discriminating in favour of some people to 
encourage more efficient production. This, however, must be 
correctly understood. If the extra productiveness is reckoned to be 
the result of some extra effort or other meritorious act of will on 
the agent's part, then, provided there are no other ill effects, it is 


seem more apparent than real. 
needy is not inequality but the 
e thought that some ingenuity is 
lar justification for the reward of 
extra ‘giving out’ of effort, or 
d may perhaps be seen as some 
his, reward may be justified as 
rtues and talents we profess to 
others. 

an organ of public provision it is 
it provides should be distributed 
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provision. It is difficult to see that such extra provision would be a 
right demanded by justice and, if made, it would have to be in 
pursuit of other goals, such as promoting excellence, as suggested 
in the previous chapter. Unless, of course, certain very able 
children were unable to learn in ordinary classrooms because they 
became bored and delinquent. In that case they might be entitled 
to benefit from the extra provision due to other maladjusted 
children on grounds of special need. 

There ought not only to be justice in the provision of education, 
but the promotion of a just society is a legitimate and necessary 
educational aim. There is no truth in the gibe that schools should 
leave justice to the courts and attend to their own business, which is 
teaching. If schools are organs of public provision they are no more 
entitled to pursue policies which lead to injustice than the police, 
the rates office or the National Health Service. They are under an 
obligation to review their policies and practices, including curricu- 
lar policies and classroom practices, to ensure that they are neither 
unjust in the present, nor likely to give rise to injustice in the future. 
Content, teaching styles or the communication of attitudes which 
make it more likely that some or all of a school’s pupils will suffer 
(or inflict) injustice need to be identified and avoided. Needless to 
say, this includes all educational processes which predispose some 
sections of the school population to accept unduly low expecta- 
tions of themselves or needlessly acquiesce in subordinate roles. It 
also includes the communication of attitudes of superiority and the 
expectation of privilege in other pupils. 

Ifall this sounds somewhat negative it should be pointed out that 
much of the work of establishing a just society consists precisely in 
the removal of causes of injustice. The notion of justice is also an 
essential part of the value education of pupils, both directly and 
indirectly as part of the curricular content of schools. It is important 
that pupils should experience the school as an institution in which 
they and others are treated justly. The school is the first institution 
of the state with which future citizens consciously come into 
contact, and this experience will necessarily determine the ex- 
pectations they will have and the standards they will demand of 
other institutions later in life. 
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Justice, Race and 
Gender 


It is widely recognized that our society is unjust in its treatment of 
women and also of people who are black or brown. It is sometimes 
held to be naive to conflate discussion of these two forms of 
injustice, and no doubt this would be true if we were concerned 
with the psychological causes of prejudice. In terms of their effects 
and possible remedies, however, there do seem to be sufficient 
parallels to justify this procedure, which may in itself prove 
illuminating. 

The process of schooling is thought to contribute to both forms 
of injustice and the possibility also exists that, with suitable 
reforms, schooling may help to put matters right. 

The issues of racism and sexism have produced a plethora of 
both empirical research and highly polemical writing, and readers 
who have strong views on these subjects may feel that what follows 
is cool and passionless. It is hoped, however, that it will be of some 
small contribution to the causes of social and sexual justice to set 
out clearly what seem to be the main issues; for confusion and 


overstatement play too easily into the hands of those, often skilled 
in the art of advocation, in whose interest it is to deride and oppose 
these concerns. 


The injustice complained of is of two kinds. First, members of the 
Categories in question often do not enjoy the same economic and 
social advantages that they would enjoy if they were male or white. 
This claim assumes that a society in which there were significant 


inequalities would be more just if positions in that society were at 
least consistently allocated on some such grounds as merit. In 
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earlier chapters we advanced grounds for doubting this, and 
Suggested that a society would only be just if benefits were 
distributed fairly equally, irrespective of differences between 
individuals. Clearly, the existence of an equal society would 
pre-empt questions of both racial and sexual injustice, and no 
doubt this is what we should be aiming for in the long run. For the 
purposes of this chapter, however, it is proposed to ignore this 
wider possibility and concentrate on the complaint that some 
individuals suffer the double injustice, that they do not receive 
their due even according to the rules that are supposed to apply ina 
consistently operating meritocracy. 

s Itwill also be noted that neither Nozick’s nor Rawls’s concepts of 
justice are helpful here. On Nozick’s view it would be perfectly 
possible to suppose that only white males had had the idea of 
taking things from the state of nature and mixing them with their 
labour, or had benefited from just acts of transfer on advantageous 
terms. If such individuals elected to transfer resources to other 
categories of persons on less favourable terms — for example, in 
return for less remunerative forms of work, or positions of social 
inferiority — that would be their right. It is true that Rawls assumes 
that the rational individual behind the veil ofignorance would wish 
occupational rules to be allocated on grounds of merit, but it isnot 
clear that this would be so if it were the case, for example, that the 
concentration ofwomen in ‘caring’ but relatively unrewarded roles 
was most beneficial to the least well off. Only the third conception 
of justice we considered seems directly and straightforwardly 
apposite here, for the complaint is that women and coloured 
people suffer disadvantage on the morally irrelevant grounds of 
race and sex. Whatever the benefits (to the least favoured or 
anybody else) of having women or black people in systematically 
inferior positions, they themselves have done nothing to merit it 
and are under no moral obligation to accept such a situation. 

A second form of racial and sexual injustice often complained of 
is that the members ofthe categories in question often suffer insult, 
humiliation, abuse and even harrassment on account of their sex 
and race, and that this is often disregarded if not actually 
compounded by those from whom they might reasonably expect 
redress. Polemical writers and speakers are able to produce 
lengthy catalogues of anecdotes, public remarks and incidents 
showing that women or coloured people are the subject of 
unfavourable tacit assumptions, their contribution is under-valued 
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and their wrongs and misfortunes treated as if they were of less 
account than those of other members of society. Often these are so 
outrageous that they might have been regarded as amusing in less 
sensitive times. Advertisements for flats without baths, supposedly 
suitable for coloured families, and husbands’ remarks that their 
wives ‘do not work’ because there are four children and two large 
dogs to look after at home are trivial but telling examples. School 
lessons in history which speak of the ‘savages’ of Africa or the 
bringing of ‘civilization’ to India are others. The fact that the police 
often seem in no hurry to investigate crimes committed against 
coloured people, or that judges may see fit to make facetious public 


remarks about crimes of violence against women are perhaps 
matters of greater moment. 


Institutional Bias in Education 


Sexual or racial injustice may result from individual acts of 
prejudice, but also from what may be termed systematic or 
institutional bias. This latter phenomenon may take a number of 
forms but for our purposes it is useful to distinguish between 
unintentional administrative bias and bias which results specifical- 
ly from the processes of socialization and education. Conditions of 
promotion that insisted upon an unbroken record of employment 
would introduce such a bias against able, experienced and 
well-qualified women who had taken a short period out of work for 
family reasons, whether or not the rules were introduced for this 
purpose. 

Institutional bias may occur in the educational system in a 
number of ways. It is proposed to consider: 


(1) the creation of stereotypes and self-images; 
(2) invisibility and cultural imperialism; i 


(3) the placing of unequal barriers in the way of different 
children’s learning. 


THE CREATION OF STEREOTYPES AND SELF-IMAGES 
This is the process by 
norms of behaviour ar 
existence forms part o! 
al segregation, wheth 


which different expectations and different 
€ created in different categories of pupils. Its 
f the argument against all kinds of education- 
er by class, sex, race or whatever, which may 
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lead to the learning of leadership and initiative in one place and 
conscientious conformity in another. But it is also possible to 
socialize children differentially without separating them physically. 
Numerous studies show in detail how the differential socialization 
of boys and girls takes place. Girls are given dolls and brush-and- 
dustpan sets to play with, while boys receive tool sets and Lego. At 
school, in the past at least, boys and girls have been encouraged or 
even obliged to study different subjects. Subjects leading to 
practical careers (like physics) may not be taught in a ‘girl-friendly’ 
manner or atmosphere. Teachers may show they expect different 
standards from boys and girls. Boys may be pushed to get their 
sums right and, with misguided chivalry, girls let more easily off the 
hook. Boys may be encouraged to compete for teachers’ attention 
while girls quickly learn that it is considered more ladylike to put 
up one’s hand and wait patiently. Above all itappears that girls soon 
learn that they are not expected to shine too obviously in the 
presence of their male classmates. Different racial groups may also 
be socialized according to disadvantageous stereotypes. West 
Indian children may find that not a great deal is demanded or 
expected of them academically while their performance on the 
sports field produces more excitement (Gallop and Dolan, 1981). 
The precise way in which these expectations are communicated 
are yet to be identified. The actions, words and responses of 
teachers obviously play a significant part, but those of other pupils 
both within and outside the disadvantaged group will no doubt 
also contribute. ’ 

Whatever the processes involved, however, the net result is that 
some categories of children will tend to achieve less well than 
others, or achieve in different areas. In consequence, they will be 
less well placed to compete for advantageous employment. This 
disadvantage is, of course, added to any actual prejudice that 
employers and others may be guilty of, and may often serve to 
justify it. 


INVISIBILITY AND CULTURAL IMPERIALISM 


Much of what girls learned in traditional history lessons related to 
the achievement of famous men, whether in winning battles, 
exploring distant continents or inventing useful pieces of industrial 
machinery. If women had any part to play it was in supportive and 
caring roles, like Florence Nightingale, or it was played by women 
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(like Boadicea or Joan of Arc) whose actions were more like those 
of men anyway. They will have learned that ‘Man’ is descended 
from the apes, and that ‘Mankind’ constantly strives for perfection. 
Much of what was learned in the sciences and even mathematics 
seems to relate more or less exclusively to the concerns of men, 
rather than to their own. Over large areas of the school curriculum 
the existence of women was scarcely acknowledged. 

Children belonging to ethnic minorities may equally have some 
difficulty in relating to the heroes of history, the families in their 
reading books, or the characters and issues studied in litera- 
ture lessons. When human achievements and aspirations are 
spoken of, people like themselves may be conspicuous by their 
absence and it would not be surprising if the more perceptive 
and critical among them were to say ‘But what has all this to do 
with me?” å 

Quite apart from any disaffection and lesser achievement that 
pay result, this situation already constitutes an injustice in that it 
disvalues certain groups of people, and subjects them to an 
education which is not centrally relevant to them. It is, indeed, 
often suggested that the whole of the school curriculum, being a 
product of Western culture, is necessarily alien to those from other 
parts of the world who not only have their own cultural traditions, 
but also their own standards of logic and rationality. On this view 
the imposition of a ‘Western’ curriculum with Western standards 
and criteria of achievement represents an act of oppression, Of 
even cultural genocide. 
vee, with this issue there are a number of traps to be 
avoided. An obvious response to the accusation of imposing 4 
male or ‘Western’ curriculum on those to whom it was not 
appropriate would be separate educational provision in different 
insututions. To accede to the demand for separate Islamic schools 
would be a move in this direction. In general, however, such a 
retreat towards cultural fragmentation would be disastrous. In the 
vase of race relations the slogan ‘separate but equal’ has not a 
beer Da ao has also shown that ‘parity of ie 
iB ale om nt kinds of institution cannot be imposed by tat; S 

o well established (Richards, 1982, pp. 195-8) that where 
Separate activities and separate learnings are undertaken by men 


al 
nd women, those undertaken by women are always disvalued, by 
women as well as by men, l 
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UNEQUAL EDUCATIONAL BARRIERS 

Seen from a certain point of view, the educational system 
constitutes a kind of hurdles race from which pupils emerge with 
various qualifications which may lead on to higher education or 
various levels of employment. To children from non-indigenous - 
amilies, the hurdles may be more difficult than for others. This is 
an extension of the well-known argument that working-class 
children are ata disadvantage at school because they have to learna 
whole range of things — facts, idioms and attitudes — which 
middle-class children and their middle-class teacher take for 
granted. Many of the things they have already learnt at home simply 
do not count as educational achievements, and may even have to be 
painfully unlearnt if they are not to be noted to the child’s 
disadvantage. Children of families from outside the British Isles 
may suffer the same disadvantage in a more acute form. Language 
may be an obvious additional barrier, and even where the child 
appears to communicate fluently he or she may fail to understand 
what they hear correctly. Differences in speech and writing may 
simply be perceived and assessed as errors by their teacher, or 
even taken as a sign of limited general intelligence. Lack of fluency 
and spontaneity in what may be the child’s second or third 
language may also lead to children’s being regarded as ‘dim’ or 
unco-operative. There are, of course, many other ways in which 
ethnic minority children may be at a disadvantage and have to learn 
what every indigenous child knows already. References in reading 
books and literary texts to the flora and fauna of the English 
countryside, to English foods, English daily routines and Christian 
practices may well be meaningless to them. These things not only 
constitute an extra burden of learning but constitute unequal 
barriers in two other ways. First, they are harder to learn and 
understand than other things because the child has no concrete 
experience of them. Secondly, the English teacher may take such 
knowledge for granted and failure to explain may render a whole 
lesson incomprehensible to some members of the class. Of course, 
the members of non-indigenous racial groups will possess their 
own stock of taken-for-granted knowledge and understanding not 
Possessed by indigenous children. But unless the teacher is both 
sensitive and well-informed these pupils will quickly learn that 
Such things are not ‘required knowledge’. They had better be kept 
quiet about, as reference to them tends to produce incomprehen- 


sion or ridicule. 
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Policies for Rectifying Racial and 
Gender Injustice 


In so far as the education system or other institutions place some 
members of the community at a disadvantage in a competitive 
society there would appear to exist an obligation to attempt to put 
matters right. Just how this should be done is not obvious, 
however, and a number of well-meaning proposals raise their own 
difficulties either because of their apparent inadequacy (provoking 
the criticism that they are mere palliatives) or because they 
themselves are supposed to constitute an injustice towards other 


social groups. Under this head the following proposals merit some 
discussion: 


(1) reverse discrimination; 

(2) a policy of ‘colour blindness’ or ‘gender blindness’ (‘treating 
them all the same’); 

(3) valuing minority cultures (‘multicultural education’); 

(4) a deliberate policy of anti-racist (or anti-sexist) education. 


REVERSE DISCRIMINATION 


In addition to outlawing unfair appointment and selection prac- 
tices, policies have been widely advocated, and in many cases 
instituted, which give an actual advantage to members of previous- 
ly disadvantaged groups. This may take the form of demanding 
lower entry qualifications (e.g. for academic courses) or requiring 
institutions to employ a certain proportion of black people or 
women, irrespective of whether better qualified whites or men are 
available. This practice has been held to be unjust towards the 
better qualified members of previously more favoured groups who 
are now supposedly subject to ‘unfair’ competition (see Dworkin, 
1977, pp. 223-39), as well as towards the public at large whose 
interest is supposed to be best served by appointing or selecting 


the best available candidates, whoever they may be (Goldman, 


1979, Pp. 22-64). It may also be held (pp. 142-4) that this practice is 
against the true interest of the disadvantaged groups concerned 
Since their inferior performance in responsible and demanding 
roles will reflect badly on their groups as a whole, and would not 
achieve the object of providing desirable role models for other 
members of the group. There is also held to be a problem about 


deciding which groups should benefit from reverse discrimina- 
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tion, since human beings can be classified in numerous ways, and 
there exists the irony that the most privileged members of 
underprivileged groups may well be better off than the least 
privileged members of groups which are generally at an advantage. 
Proponents of this argument are inclined to invoke the possible 
case of a black student from an affluent professional background in 
competition with a white student from a poor family in competition 
for, say, a university place. On the face of it, the latter might seem to 
have justification for complaint if the former were chosen, despite 
having inferior qualifications. Justice, it is claimed, operates 
between individuals rather than between groups and Goldman 
(1979, pp. 76-94) argues that reverse discrimination is only 
justifiable when it can be shown that the member of the advantaged 
group has personally profited from favourable discrimination in 
the past and that the particular member of the disadvantaged group 
in question has suffered from it as an individual. 

None of the above arguments appear to constitute valid objec- 
tions to the principle of reverse discrimination as a social policy. It 
is true that each requires to be taken seriously and considered 
separately on its merits. At the outset, however, it must be said that 
they point to a relatively small number of possible, in some cases 
entirely hypothetical, instances of individual injustices or disadvan- 
tages as objections to a policy intended to rectify a kind of injustice 
whose existence is all but universally admitted, and whose effects 
are pervasive. It is true that in practice any policy of reverse 
discrimination may result in anomalies — or potential anomalies — 
which may be seized upon and derided by its opponents. Such is 
the complexity of human affairs and the need of law and 
administration to lay down clear and relatively uncomplicated 
definitions in advance, that almost any social policy whatsoever 
may run into problems of this kind. This is not an argument for 
cynically setting aside the rights of individuals in the name of social 
expediency, but for promptly taking such broadly justifiable steps 
as are necessary to mitigate widespread and obvious injustice, and 
then seeking ways of acting flexibly and intelligently as a kind of 
‘fine tuning’ to deal with any anomalies and the individual 
injustices to which they give rise. 

The general issues of inequality 
take us some way from the practica 
educational institutions not only pass on 
function as agencies of social selection. O 


and reverse discrimination may 
lities of the classroom, but 
knowledge, but also 
ften this process is 
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relatively conscious and deliberate, as when we allocate pupils to 
different groups, guide them in their choices of courses and 
careers, or recommend them for employment or higher education. 
Necessarily, the way in which teachers perform these tasks will to 
some extent affect the kind of society we have. Teachers cannot 
therefore remain unaware of the various policy options available in 


this area, or their implications and the justifications which may be 
given for them. 


TREATING THEM ALL THE SAME 


Some well-intentioned and liberal minded teachers — no doubt 
with perfect sincerity — profess to be colour or gender blind. ‘I 
teach maths, physics, history, RE, or whatever. Boys, girls, black, 
white — they are all the same to me. I also avoid offensive 
expressions referring to coloured people and excessive use of the 
masculine pronoun, provided this can be done without awkward- 
ness or pedantry.’ 

This is a desirable advance on overtly racist or sexist attitudes but 
is nevertheless open to a number of criticisms, First, it is these days 
somewhat implausible for teachers to claim to take no account of 
important facts about the background, personality and interests of 
those they are teaching. It can scarcely be irrelevant to the way a 
teacher goes about the task of engaging interest or otherwise 
motivating his class that half the pupils are girls or that some of 
them come from very different cultural backgrounds. Only a very 


traditional teacher-centred kind of education can fail to take 
account of such facts, 


More importantly, 


such an approach may underlie much of the 
no doubt quite unint 


€ntional systematic bias of the kind referred to 
earlier. For teachers to continue to ‘teach their subject’ in the 
traditional way without taking account of the differing interests an 

responses of different groups in the class is to teach in a way that 
will make one’s subject less relevant and less approachable to some 
pupils than to others. Boys whose parents have recently arrived 
from Pakistan may not be able to identify with the struggles of King 
Alfred and the Danes quite as readily as their indigenous class- 
mates. Likewise, mathematics teachers who pose their problems 
mainly in terms of men digging trenches or the trajectories © 
cricket balls, or only show an interest in pupils who shoot their 
hands up and compete for the teacher's attention, must take some 
of the responsibility for girls being ‘turned off their subject. It will 
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be recalled that in the previous chapter we indicated that justice 
involves not only treating equals equally, but also treating relevant- 
ly different individuals differently. Someone committed to treating 
all his pupils fairly cannot therefore simply treat them all the same, 
particularly if this means continuing to treat all his pupils in the 
same way as he has been wont to treat one particular category of 
pupils in the past. 

There is the further point that in the ethnic field ‘treating them all 
the same’ is essentially an assimilationist strategy (Bagley and 
Verma, 1983, pp. viii-xiii). The approach rather smacks of: Tve 
nothing against blacks provided they behave themselves and 
conform to our standards; if they come to our country they must fall 
in with our ways, and not expect us to fall in with theirs’ (cf. Willey, 
1984, pp. 28-30). Yet there is no reason why someone who, for one 
reason or another, comes to live in Britain should be expected to 
give up his cultural identity or willingly see his children pressu- 
rized into doing so. There is equally no reason why, if they wish to 
gain acceptance at school, pupils whose parents have come from 
the Caribbean or from the Indian sub-continent should feel 
obliged to become invisible by abandoning their home language, 
their particular mode of dress, their own cultural interests or 
modes of relating to each other for the duration of the school day. 
The commitment to provide education for all cannot be condition- 
al on such a concession. 


MULTICULTURAL EDUCATION 

In contrast to the view of groups of diffe: 
be resolved by assimilation into the indigenous monoculture, the 
official aim in Britain and elsewhere during the 1970s (Willey, 
1984, pp. 24-5) came to be that of cultural pluralism. Official 
publications were inclined to assert that the country already 
Possessed a multicultural society and that parents and pupils would 
holda ‘greater diversity of personal values’ than previously. Ethnic 
groups, it was held, ‘have a distinctive culture of their own’ which 
‘should be sustained and other groups encouraged to recognize its 
authenticity’. Instead of the ‘problem’ of speakers of English as a 
second language it became the smart thing for heads to speak of 
their schools as being ‘enriched’ by the presence of varied ethnic 
backgrounds. Instead of playing down cultural diversity, schools 
favouring this approach attempt to introduce elements drawn from 
different cultures into the curriculum as well as into social and 


rent races as a ‘problem’, to 
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other aspects of school life and some local authorites have gone 
some way to providing resources and back-up services to this end. 

In many respects this approach seems very attractive in terms of 
educational aims. Here, apparently, is a way of providing a 
stimulating and varied programme. Children’s understanding of 
other minds and other cultures is being developed and this in an 
authentic way by encouraging contact and interaction between 
different groups. Ethnocentricity would be combated and the 
moral values of tolerance and mutual respect encouraged. 

Unfortunately, this has not always been the way things have 
worked out. Multicultural elements have tended to be grafted on to 
rather than integrated into the curriculum. They are often 
travestied beyond recognition even by the most committed 
teachers who are in no real position to understand them. They tend 
to be concentrated in low-status or marginal areas of the curricu- 
lum (music, the arts, general studies). They emphasize cultural 
differences rather than common humanity. In consequence, the 
members of minority groups may well come to be valued not as 
fully fledged participating members of mainstream society but as 

interesting’, quaint or even bizarre. Doubt (Wilson, 1986) has even 

been expressed regarding the educational value of such ‘multi- 
culural’ elements if they are chosen because they are supposed to 
be representative or characteristic, rather than because of their 
intrinsic excellence. 

A more pressing objection is that such an approach baulks the 
fundamental issue of racism and inequality and may even be 
harmful by creating the impression that something important is 
being done, when it is not. Possibly members of other races may be 
glad to see their traditional ways survive and be understood, but 
they also have the right to achieve equality in the everyday life and 
mainstream educational programme of the country in which they 
are to live. Such considerations have led many educationists to 
urge that the ‘multicultural’ or ‘pluralist’ aims of the 1970s should 


be superseded by a more thoroughgoing form of anti-racist 
education. 


ANTI-RACIST EDUCATION 


uf TE important to begin by making the point that anti-racist 
€cucation envisages no new, radical or particularly contentious set 


a a The aims remain those we have been considering all along, 
mely: 
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(1) Ensuring that children of all races and ethnic backgrounds 
are treated fairly while they are at school. 

(2) Working for an adult society in which all individuals, 
irrespective of race or ethnic background, are treated justly 
and accorded equal respect. 


The salient characteristic of anti-racist education lies, therefore, 
not in its aims but in the determination with which the above aims 
are pursued. It is an essential feature of anti-racist education that 
the problem of racism is recognized and tackled head on. What is 
sought is said to be a ‘comprehensive interventionist approach to 
dismantling racism’ (Willey, 1984, p. 93). The issue is ‘firmly placed 
on the school agenda’. Characteristically, the whole school staff will 
discuss and attempt to work out a detailed policy for combating 
racism. This will normally include an unambiguous statement that 
all forms of racism are unacceptable. Staff are required to take 
seriously all forms of racial abuse or harassment, including racially 
derogatory jokes and remarks. A specific set of procedures may be 
given for dealing with such incidents, and these may entail the 
involvement of the head teacher or other very senior members of 
staff as well as the parents of the pupil concerned. It is also part of 
the policy of anti-racist education that, rather than attempting to 
graft multicultural elements on to the existing curriculum, the 
whole curriculum and indeed all parts of the school’s work should 
be examined for racial bias. A thoroughgoing programme of 
anti-racist education might also include efforts to recruit and 
promote staff of ethnic minority origin and ensure proper 
representation of minority communities on the governing bodies. 

By adopting specific procedures which may realistically be 
supposed to reduce the incidence of both deliberate and institu- 
tional racism in schools, and ultimately in society, schools may 
hope to communicate the message that their opposition is not 
mere lip-service, but is for real. The fact that these procedures may 
be costly in terms of effort and resources and may involve school 
authorities in confrontation with staff, pupils, parents and politi- 
cians is valuable in bringing home the seriousness of their 
commitment both to the perpetrators of racism and its victims. 

What must, however, be constantly borne in mind is that the 
Purpose of these procedures is not simply to promote the interests 
Of certain ethnic groups, but to advance the larger and more 
fundamental aim of providing an education appropriate to a society 
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in which social justice is available to all. In this, ethnic minorities 
have common cause with other disadvantaged groups such as 
homosexuals, the handicapped, and the many members of the 
indigenous population who are economically underprivileged. 

Possibly it makes political good sense to concentrate on what 
seem to be priorities, and pick off evils one by one. But arguably 
there would seem to be a case for adopting some of the more 
effective strategies of anti-racist education to combat all forms of 
social discrimination in so far as they are encouraged and 
perpetuated in and by the educational system. 
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Intrinsic Values 


Chapter Eleven 


Liberal Education and Intrinsically 
Worthwhile Activities 


In these final two chapters it is proposed to consider our third 


ate of educational aims, namely those which are supposed to 
nclude in their justification notions of intrinsic value or the 
worthwhileness of pursuing certain kinds of knowledge, under- 
standing or activity for their own sakes. Though the successful 
Pursuit of these aims will doubtless effect some kind of improve- 
ment in the learner, they are not primarily justified by being 
obviously in his interest, or because they develop something 
t in him. They will doubtless broaden 


the scope of his autonomy and may well make him a more valuable 
Il have valuable social side effects 


consequent on their supposed intrinsic va 
(Peters, 1966, p. 85; Straughan and Wilson, 1983, pp. 16-33; Wilson 
and Cowell, 1983) these are the only truly educ; 
political and social aims discussed in the previous four chapters 
being deprecatingly dismissed as regrettable concessions tO 
political expediency. 
Important among the 
education, which are to be 
are commitment to and apprecia 


truth and rationality. 
Concern with aims of this kind frequently incurs the charge of 
elitism. For this there may appear tO be some justification. Their 
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proponents (e.g. Cooper, 1980, pp. 53-62; O'Hear, 1981, pp. 15-19, 
151-63) often stress the importance of a commitment to and 
appreciation of excellence. These aims are closely connected with 
the so-called ‘high culture’ and the subjects of the traditional 
curriculum. Concentration on ‘the best that has been thought and 
said’ is historically associated with the public schools and those that 
have sought to emulate them. Thus, according to one critical 
interpretation of liberal education and its aims, the disinterested 
study of literature, the arts, and other areas of human inquiry are 
simply the traditional leisure pursuits of the upper classes. Who 
else, after all, could afford to engage in disinterested study? These 
activities, so the interpretation goes, are naturally initiated by those 
who aspire to join the leisured elite. For Bourdieu and Passeron 
(1970) both arts and sciences but, above all, in the French context, 
the study of literature constitute the ‘cultural arbitrary’ of the 
dominant class, or rather of a particular fraction of that class. Those 
born into that class naturally possess familiarity with such things. 
Others who wish to enter must painfully and, for the most part, less 
successfully strive to acquire them through the educational system. 
In Britain the nineteenth-century nouveau riche sent his son to 
public school to be brought up ‘as a gentleman’, for further 
mobility could be impeded rather than helped by acquiring too 
close a knowledge of the useful trade that had been the basis of the 
father’s wealth. 

Today, of course, history, literature and many other subjects of 
the traditional curriculum are supposedly studied ‘for their own 
sake’. Yet the overriding motive for many sixth form and higher 
education students is to get the good A-level grades or degree 
classes which are Supposed to lead to better-paid jobs. Similarly at 
lower levels examination success, including success in the ex- 
amination of subjects of no obvious utilitarian application, serve aS 
Our way of allocating people to different social and occupational 
categories. Success in these studies therefore appears to be sought 
above all as a means to higher earning power and social prestige- 
Here surely is proof, if proof were needed, that talk of intrinsically 
Me a ana activities pursued for their own sake is eyewash. 
eg aa P a uay English and history for much the same ao 
The only y and electronics — to get on in the genie es 
may de oak is that whereas accountancy and leann i 
soda = © one to do something, an O-level, A-level 

gree or whatever in English literature or history 
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serves students’ material ambitions in a more general way, 
labelling them as a person of a certain social category, entitled to 
certain social expectations. 

It is part of this argument, implied by Bourdieu’s term ‘cultural 
arbitrary’, that the content of the subjects of the curriculum is of no 
value in itself, and might as well be collections of meaningless 
mumbo-jumbo which have to be memorized and regurgitated in a 
prescribed form in order to ‘get one’s ticket’. The attack by certain 
sociologists of knowledge on the notions of objectivity and truth 
(see various articles in Young, 1971) are often taken to entail just 
such an assertion. For if there are no objective standards of truth, 
value or whatever, decisions about what we are to teach become 
arbitrary. Talk of some activities being more worthwhile than 
others becomes at best vacuous and at worst part ofa conspiracy to 
preserve and legitimate existing social distinctions. 

This relativist position has been convincingly attacked by a 
number of writers (O’Hear, 1981, pp. 19-29; Bailey, 1984, pp. 
192-225; Trigg, 1985, pp. 30-5), both connected and unconnected 
with education. In particular, it has been pointed out that there is an 
obvious inconsistency in asserting that nothing whatever can in any 
sense be objectively true and that all knowledge claims are 
necessarily invalid. For if this is the case, the claims of Young and 
his associates must themselves be arbitrary and invalid by the same 
token. 

_ Other shortcomings in the 
invalid inference from the fact 


relativist argument, notably the 
that all bodies of knowledge are 


human constructs to the subjectivity of individual judgements once 
these bodies of knowledge are established, have also been 
effectively exposed (O'Hear, 1981, pp. 22-6). 

It should be added that despite the elitist associations of liberal 
education and its traditional content, and despite the fact that some 
of its proponents have identified themselves with the political 
tight, it is far from obvious that commitment to such values as 
knowledge, rationality, understanding and truth entails any such 
political orientation, On the contrary, in so far as an unjust 
distribution of wealth and power is made possible by ignorance 
and prejudice, the determined and single-minded pursuit of truth 
must ultimately prove more explosively radical than any amount of 
tendentious propaganda (Mardle, 1977). on 

If the disciplines of a liberal education are not to be exp ame 
away as some form of spurious social legitimation and do not have 
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immediate practical usefulness, does their value lie in some more 
general utility they possess? This possibility is suggested by Bailey 
(1984, pp. 29-35), though he also goes on to argue that they are 
intrinsically valuable as well. According to such an interpretation, 
the disinterested pursuit of academic, literary and other cultural 
studies may not have immediate pay-off like the training of a 
spoke-fitter or lathe-operator, but it may enable the individual to 
join the occupational ladder at a higher point, and also confer upon 
him the understanding and other qualities that make it appropriate 
for him to do so. 

This must not be mistaken for the old ‘wansfer of training’ 
argument according to which practice in the rote learning of Latin 
declensions or lines of Shakespeare somehow fitted ex-public 
schoolboys to govern the Empire or master the complexities of 
Civil Service Regulations. For it is now generally accepted that 
‘Practice’ or ‘training’ in one area of learning does not automatically 
improve one’s mental performance in others that are unrelated. 
The point is not to provide a tough intellectual education as a form 
of character building, as expressed in the view that ‘it does not 
matter what a boy learns, so long as he heartily detests it’. Nor is our 
aim to accustom pupils to perform boring and meaningless tasks at 
school so that they are more willing to do so in later life. 

_ As Bailey makes clear, a liberal education is not supposed to 
improve later performance in any such contingent way, The value 
of such studies lies in the particularly general and fundamental 
learnings they involve. In consequence, they will be relevant to 
many other things the individual will later wish to do or learn. AS 
illustrations of learnings which may be more fundamental than 
others, Bailey suggests learning the principles of nutrition rather 
than particular recipes in home economics, and mathematical 
Principles rather than individual formulae. In moral education, 
understanding the Principle of considering the interests of others 
would be more fundamental than injunctions against scrumping 
apples. Fundamental learnings will not necessarily be elementary, 
for a grasp of the fundamentals of a subject may only come at 4 
relatively advanced stage. It is nevertheless the purpose of much 
se ars development work in many fields to identify the 

ae of particular forms of understanding and find ways of 
presenting these to Pupils in a form that is both accessible and 


intellectually reputabl B at acnecant: € 
a8 possible.” P e (Bruner, 1960, pp. 33-54) at as early a stag 
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fundamental’ learning is therefore supposed to benefit 

i S A se it provides ‘practice’ or ‘training’ in the 
EA A mr tasks, but because it logically forms part of later 
ies oS Aa : ess fundamental kind. : Such learnings may be 
pee y re anr to those ofan individual s judgements which 
a pend on a single technical skill but on the rational 

pp! isal of considerations drawn from a variety of fields. Such 
un erstanding is supposed to liberate from ‘the present and the 
particular’ and from blind concentration on a single aspect of a 
problem or situation. If valid, such an argument would give some 
support to the traditional demand that those occupying important 
managerial and administrative positions and whose actions may 
therefore affect the lives and interests of many people should have 
received a good general education, as well as having such technical 
expertise as their work may require. 

Turning now specifically to argum 

activities are in some sense intrinsical 
worthwhile, it must be said that these are 
and are sometimes obscure. 

At this stage it may therefore be help 
failure to observe which readily gives r 
the distinctions between: 


ents to the effect that certain 
lly as well as instrumentally 
far from uncontroversial, 


ful to draw two distinctions, 
ise to confusion. These are 


(1) saying that something is intrinsically good (or worthwhile) 


and saying that it is se/fevidently so; and 
(2) saying that something is intrinsically good (or worthwhile) 
and saying that one does it for its own sake. 


Intrinsically Good and: Self-Evidently Good 


One might have thought that this was 4 somewhat elementary and 
Obvious distinction. Nevertheless, many seminar discussions 


appear to founder on the assumption that once something has 
, no further justification 


been pronounced intrinsically worthwhile. 
is necessary or possible. This confusion is the result of a palpable 
slide from ‘This is good in itself and not good because of some 
further good it will lead to’ to ‘If you cannot see why this is good, 
there are no further reasons I can give.’ i 

Clearly there are many reasons for regarding something as good 
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which do not at all relate to further goods that it will lead to. They 
relate to internal features of the object or activity being appraised. 
Of course, these reasons may themselves be challenged and the 
process of justification cannot go on for ever. Ultimately the chain 
of reasoning must seek to link back to assumptions which the 
challenger cannot consistently deny. All too frequently, however, 
the riposte ‘If you cannot see . . .’ is used, like the peremptory ‘This 
is what we mean by education’ (see above, p. 22), as a device for 
closing discussion. Needless to say, this often produces hostility 
and frustration in those who, failing to ‘see’ what they are supposed 
to see, are inclined to regard it as a version of the emperor's new 
clothes. In the present context we are not at all concerned with 
self-evidence, but with the intrinsically worthwhile, and with 
explicating as fully as possible reasons for believing that some 
activities have this characteristic while others do not. 


Things Done for their Own Sake and 
Things Intrinsically Worthwhile 


If we claim that an activity is intrinsically worthwhile our reasons 
must in some way be located in the activity, but the particular range 
of activities an individual engages in for their own sake will tell us 
as much about the individual as about the activities. To speak of 
these activities as being intrinsically worthwhile for a particular 
individual, as John White does (White, 1973, p. 17), fudges this 
distinction. White, of course, wishes to argue that no activities are 
especially worthwhile in themselves and that, except in special 
cases such as the drunkard who wishes to play with a dangerous 
weapon, decisions as to what is or is not worthwhile are ultimately 
subjective. His reason for wishing to see certain activities on the 
curriculum is to ensure that the individual genuinely has a fu 
range of choices open to him in later life, and he does not imply 
that the curricular activities he specifies have anything about them 
which means that they ought to be particularly valued or enjoyed: 
Now it is true that we do sometimes say that something may Pe 
valuable to some people, but not to others. A load of manure may 
be valuable to the farmer, but not to the owner of a riding stables, 
Or atest-pilot. Momentoes of his old regiment may have value to the 
veteran, but not to others, Normally, however, the term ‘valuab 
makes more objective claims. The object so described not only ! 
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valued but, for one reason or another, ought to be valued. Maybe it 
is to be valued in utilitarian terms for what it can be exchanged for, 
but maybe it should be valued because it is in some way worthy to 
be valued. In this connection it is sometimes argued that for things 
to be good as a means, other things must be good as ends and it is 
commonly supposed that these other things must in some way be 
intrinsically good, or valuable in themselves. This is not quite right. 
For something to be good as a means it is only necessary that there 
should be other things which we want or do for their own sake, and 
there is certainly no lack of these. Among things people do for their 
own sake are eating and drinking (beyond the need to sustain life), 
playing dominoes and sun-bathing. Working to gain a small surplus 
ome may be good as a means to be able to do some of these 
hings. 
There is not a great deal wrong with these activities but we 
should scarcely describe them as valuable or even worthwhile. 
Puritans might even urge us to do less of them and find something 
more worthwhile, or even more useful to do. 
The things we do for their own sake, but certainly do not 
consider intrinsically valuable, include numerous trivial amuse- 
ments. Significantly they would seem to include Mill’s nineteenth- 
century example (Mill, 1861, p. 10) of the game of pushpin, for 
which more recent writers have thought it urbane to suggest 
numerous modern equivalents. Mill offers pushpin as a relatively 
valueless occupation which he contrasts with that of reading 
poetry. A 
Once we move into the realm of games, sports and pastimes, 
however, the position begins to change for frequently these 
involve some form of skill, judgement or other kind of human 
achievement. This may be some relatively low-level thing, such as 
flipping a ball into a hole, or tossing a hoop over a stake, or it may 
be something immensely challenging that requires Ti S 
practice, exquisite judgement and taste, Or considerable 2 a 
physical courage. Typically the participant IS protecte a nS 
easily achieving the apparent object of the exercise by a set of ru ie 
or obstacles. Sand-bunkers are placed around the green in swe 
Huntsmen do not shoot or poison the fox, which would certain y 
be quicker and cheaper than riding him down with horse an 


i is less 
ho i ‘Atlantic as a lone yachtswoman is 
tis aoe ae a? orde. The true object of the 


obviously efficient than flying by Concorde. . i 
PA that which makes it ‘worthwhile’, is not filling the hole 
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with balls, pest-control, or arriving in New York but the Pa 
skill, judgement, courage and so on which takes place as part of t 
S. 

M odine to a view which has been influential in the Sie or 
of education, many human activities are capable of being carrie 
on in this disinterested spirit, in which the participant's eye is fixed 
less on the utilitarian outcome than upon the inherent standards or 
excellences the activity entails. The craftsman may take as much 
pride in his craftmanship as in the sale-price of his artefact, me 
businessman may take satisfaction in the running ofan efficientan 
enterprising business over and above that derived from the profit 
he receives, and the politician may be genuinely moved by the 
ideal he pursues, quite apart from any personal advantage he may 
gain when his party comes to power. ae 

In the case of our most valued cultural and intellectual activities, 
however, the aspect of disinterested attachment to the inherent 
Standards of the activity becomes Paramount. Artists are not 
Supposed to compromise their art for the sake of lucrative 
popularity; scientists and philosophers are not supposed to bend 
the evidence or fudge the argument for the sake of political 
expediency or social approval, even when this would be advan- 
tageous to themselves or their institution, 


The final twist to the story is provided by the fact that many of our 
most highl 


regarded as central 


essentially disinterested, they involve the pursuit of truth and the 
rational criticism and ap} alt 
This is supposed to lead to a particular, so-called ‘transcendenta 

line of justification. This rests upon the fact that there appears to e 
Some inconsistency in seeking to know what activities one shou 1 
value or engage in while disvaluing just those forms of rationa 


In claiming that certain disinterest 
while than many other activities it ma 
Mill, 1861, P. 8) that as a matter of fact they are valued 


have most choice about how they and their dependents will awe 
their time. The argument is nota strong one, however, for there z 
many rich Philistines, Also, the reasons why they are chosen ™ if 
have little to do with their actual value. Fashion and social prestig 
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will certainly play a part in many cases (Arnold, 1869, p. 43), as, no 
doubt, will psychological factors. Maslow (1954), for example, 
argues that when such basic drives as the need for food and security 
have been satisfied the behaviour of human beings is controlled by 
more sophisticated drives for mastery, self-actualization and 
self-esteem. This might be one reason why some individuals prefer 
Griffith's activities (Griffiths, 1965, p. 190) which are ‘interesting’, 
‘absorbing’, ‘fascinating’, ‘varied’, ‘unpredictable in detail and 
requiring constant adjustment and the exercise of new modes of 
action’. That some people prefer such activities is therefore no 
conclusive reason for supposing that they are inherently valuable. 
Some people may just happen to be made that way. Others clearly 
are not. 

That an activity satisfies the need for self-esteem is also no reason 
for supposing that it necessarily is estimable or objectively 
worthwhile in any way. For something to meet the need for 
self-esteem it is only necessary that it should be thought admirable 
by the individual and his society. ~ 

More cogent as an argument to show that the standards inherent 
in many activities are non-arbitrary and contribute something to 
the value of that activity is the following. To do something well is to 
do what anyone who engages in the activity, however badly, must 
be trying to do. To take a banal example, to play golf, however 
badly, is to try to get the ball into the hole in as few shots as possible. 
There is no other way of playing golf. The top professional just we 
what everyone else would do if they could. Of course, we can ask, 
‘Why play golf at all?’ but the general point remains that to attempt 
to engage in any physical activity is to be committed to going itas 
skilfully as one can, and to accept that someone who does it a 
skilfully is doing it better. Within activities that define an A 
defined by their internal standards, there can be no room fo! 


relativism 

ikewisc i be attempting 
Likewise, anyone who attempts to sing at all must 

iod k The rawest newcomer to 


to do so melodiously and harmoniously. > i 
the business of pottery must hope that his vessel will be of PE 
appearance and watertight, and anyone who attempts to en 
the nature of the physical world necessarily makes stateme a ie 
he hopes will withstand the test of evidence. Of ae = 
beginner progresses towards supreme aa G el of 
Solicited by more sophisticated interpretations 0 vio ite 
Musicality, aesthetic appearance and valid evidence, an pus 
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notions may be rejected as banal or commonplace. Substantially, 
however, the ideal, that is the standard, remains the same even 
though it is no longer within the comprehension of the novice. For 
the educator, this is reassuring. It means that both he and his pupils 
may genuinely fall short of what they should be aiming for. But it 
also means that there is some point in attempting to correct their 
efforts. He is not, as relativists claim, necessarily imposing arbitrary 
demands upon them. It is also the case that the attempts of his 
newest and least talented pupil have some value if, that is, the 
performance of the masters of the activity has any. When the child 
begins to sing or paint or describe the world, there is no hypocrisy 
in praising his effort, and no act of deception is involved in 
constructive criticism or encouragement to improve. 

This point also helps us to understand why educators set so 
much value upon excellence. The standards of achievement 
involved are those which we are bound to value if we value or 
engage in the activity at all. If we value them in everyday 
performances, then logically we must set a correspondingly higher 
value on performances in which they are superlatively achieved. 

Needless to say, the fact that we set a high value on excellence 
does not mean that we would regard it as a reason for setting aside 
other, for example, moral values, or other legitimate educational 
aims. White quite properly criticizes unbalanced educational 
Programmes which may cause misery to the child and hamper his 
all-round development in the pursuit of some particular form of 
artistic or academic excellence (White, 1982, pp. 16-17). We may 
also feel justified in rejecting blatantly unfair distributions of 


educational resources in the name of excellence, when this is 


simply a pretext for favouring children from a particular social 
stratum. 


Moving to another aspect of intrinsically worthwhile activities 
White suggests that we cannot know in advance in the case of 4 
Particular child what ‘kinds of activities or ways of life (will) be 
intrinsically valuable for him later to pursue’ (White, 1973, p- w) 
and criticizes an educational approach which presents certain 
cultural pursuits in sucha way that people feel morally guilty if they 
do not engage in them. 

In the end, no doubt, one must agree with White on both of these 
points. There are, however, certain distinctions to be made if they 
are not to be misunderstood, 


It is certainly true that we cannot know in advance what an 


126 


Worthwhile Activities 


individual will become committed to or engage in later on. This 
will partly depend on such things as temperament, ability and 
leisure opportunities as well as on the tastes and inclinations of 
others with whom he lives in close proximity. To present certain 
activities to him as uniquely valuable is therefore unjustifiable and 
unkind and risks leaving him feeling inadequate, both in the 
present and in later life. Certain cultural and intellectual activities 
have, however, afforded many individuals considerable satisfaction 
and enrichment and are presumably capable of doing the same for 
at least some of our pupils. In an undiluted form they may be 
somewhat inaccessible to the uninitiate, particularly in the case of 
pupils who receive no introduction to them from their home 
background, Clearly, if pupils are to engage in these activities they 
must receive some initiation into them, not as something one 
ought to enjoy on pain of being thought coarse and uncivilized, but 
as something which may be enjoyed and valued, and ought to be 
given a chance. 

Closely connected with this is the fact that the notion of 
disinterested commitment in general is an important part of 
someone’s moral and personal education. Of course, individuals 
must be committed to truth-telling, fairness, and consideration for 
others, even when these things bring about no obvious benefit to 
themselves. But it is also important for the individual to come to 
value at least some activities and pursuits for their own sake. These 


activities may include an individual's work. Even in relatively 
lucrative occupations many people have a commitment to the work 
derive from it. But people 


they do over and above the income they 
may be committed to other things as well. These may be the 
traditional ‘high culture’ pursuits, but may equally include many 
other less high-faluting occupations and pastimes. i i 

In addition to games lessons many schools offer a range © 
extra-curricular activities, clubs and so on. These tend to be 
explained as either useful for the sake of physical fitness Or 
valuable for some other reason such as developing character or 
team spirit, promoting good informal relations between staff ane 
Pupils, creating a good public image, Or whatever. Or they er ~ 
dismissed as peripheral amusements by those unsympathetic 
education. 

Learning to do things because one W 
one likes doing them, may be a very p 
Part of the child’s upbringing. Just what t 


ants to do them, or because 
roper and not unimportant 
hings they are may not 
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matter provided they are reputable, and have sufficient in them to 
prove engaging over a period. The only essential thing is that they 
should not be seen and presented to pupils as some form of extra 
qualification to be added to university or employment profiles. To 
grow up without this capacity for absorption in things to some 
extent for their own sake is to face the prospect of an unsatisfying, 
impoverished sort of life. 

Such a person is effectively a slave. If nothing he does serves 
ends of his own, he ultimately serves only the ends of others. He 
can be more or less precisely controlled by manipulating the 
environment of reward and disadvantage. He may be sent scur- 
rying from occupation to occupation, or from one end of the 
country to the other by simple changes in wage or salary structures. 
He is biddable, corruptible and expendable, for valuing nothing 
but what is useful, his own value lies only in his usefulness. It is 
perhaps not surprising that authoritarian governments and institu- 
tions are suspicious of multiple commitments, particularly to 
things and activities of intrinsic value. 

In his keenness to make the point that there are no activities to 
which everyone is necessarily obliged to be committed, White fails 
to make a second distinction between being committed to actually 
engage in an activity and seeing, understanding and appreciating 
what there is to value or admire in it. Which activities we actually 
decide to engage in will naturally vary from individual to individual 
as a result of temperament and other things. Within limits this 
choice is up to us. Maybe, as White implies, there is no irrationality 
in rejecting what others have found fascinating or absorbing. But 
what is admirable we are bound to admire, whatever our 
temperament or circumstances, 

I am not committed to engage in mountaineering and I am sure 
there is no reason why I should be. But it would be mean-minded 
of me to dismiss the climbing of Everest as ‘simply a waste of time 
and effort’. The achievement involves planning, courage, judge- 
ment, skill and so on of the highest order, and admiration and 
applause are the only appropriate responses. Needless to say, the 
same applies in the case of cultural artistic and intellectual 
activities. Ignorant rejection is particularly likely in these areas 
because of the outwardly unspectacular nature of achievement in 
many of them, and the difficulty of understanding the criteria © 
excellence involved. Such rejection may also be a perfectly 
understandable reaction to the contempt sometimes shown by 
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those who understand these things towards those who do not. 

White's strictures against indoctrination and unjustifiable con- 
straint may well be valid against attempts to get pupils committed to 
certain specific activities, in the sense of actually feeling obliged to 
engage in them. They are not, however, valid objections to the 
claim that pupils should come to value such activities, in the sense 
of seeing what there is in them to value and admire. Possibly this 
distinction will go some way towards explaining Peters’s hesitation 
(1973c, p. 250) regarding Plato's claim that to understand the good 
is to be committed to it. To understand the good certainly involves 
seeing why it is good and why it is to be valued. It would be 
surprising if, having seen what there is in an activity to be admired, 
many individuals did not feel also drawn to try their own hand at it. 
But whether they in fact do so may depend on contingent factors 
such as opportunity and inclination. 

On the third point, no doubt White (1973, p. 16) is right to fear 
that pupils will confuse the suggestion that they really ought to read 
War and Peace or attend symphony concerts with the oughts of 
moral obligation. This, however, is a confusion which needs to be 
sorted out, rather than shied away from. The adult who derives 
from the reading of War and Peace the delight or fascination that 
White claims to derive from it will naturally wish to share it with 
others, Why not? It may enrich them, without impoverishing us. But 
clearly there can be no obligation to enjoy it — and to read on 
without enjoyment is pointless. It benefits nobody. — 

Possibly some irrationality is involved in neglecting the oppok 
tunity to extend one’s knowledge or develop one $ talents. But A 
is short and one has many things to attend to. The developo i 4 
talent is to be praised and admired, not approved or aera oi = 
is subject to critical rather than moral appraisal. If it is sti Eha H 
that the individual has some kind of duty tO improve himself (an 


3 i is is 
to develop one’s talents undoubtedly is to pie’ en sa 
at mos i t of obligation. Thoug 

st a duty of imperfect o g "om the talents of others, 


ought to do these things, since we benefit fi jl 
i K i on, for 
the individual has latitude in the choice of mode ang pape zi P 
no one suffers unmerited harm as the result of any p: 
Omission l, 
i i w that 
In this chapter we have begun our consideration of tas v E 
One important group of educational aims is con 


; $ 5 5 ich are in some way 
introducing pupils to certain hich 


activities W 
i js wi idered and 
intrinsically worthwhile. As a preface to this we const 
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rejected the relativist view that notions of truth and value are 
necessarily spurious, and that the subjects of the school curriculum 
simply serve the purposes of social differentiation. We also 
examined sympathetically the view that sustained and disinterested 
study of these subjects may be of general utility. 

It was argued that if certain activities are of intrinsic value, this 
derives from the internal standards definitive of the activities in 
question. In coming to understand and appreciate such activities, it 
was suggested, the rational response is critical approval and 
admiration rather than any moral obligation to engage in them 
ourselves. Whether or not we do so will depend on psychological 
and other facts about us. j 

For the most part, our remarks to date have been applicable to a 
wide range of activities which may be performed well or less well 
depending on the competence and commitment of the performer. 
In the course of this chapter we have made reference to specifically 
intellectual activities which constitute a sub-group within the 
general category of activities which are held to be intrinsically 
worthwhile. In so doing we touched only briefly upon the 
possibility that these activities may be subject to an additional line 
of justification deriving from the nature of rationality and rational 


inquiry. This line of justification will be explored in detail in our 
final chapter. 
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Chapter Twelve 


The Centrality of the 
Cognitive 


Over and above the features of worthwhile activities in general, 


intellectual activities are held to possess a number of further 
attractive characteristics. For some people, at least, they are 
intensely absorbing if not always pleasurable (Elliott, 1977). They 
are held to be unending in scope, serious and, though capable of 


generating intense rivalries, essentially non-competitive in respect 
jes in science or originate 


of their objects. One may ma 

new arguments in philosophy without depriving others of the 
opportunity of doing the same. They are challenging and provide 
opportunities for a variety of € in seemingly limitless 
gradations of perfection. They entai ropriate to 
the particular disciplines and the exercise of certain general 
intellectual virtues such as intelligence, persis 
clarity, respect for evidence, and non-arbitrariness. By contrast 
with sports and games, which may certainly be intrinsically 
worthwhile in their way, intellectual pursuits have the additional 
quality of being ‘serious’ and of throwing light on other important 
aspects of the individual’s life and situation. 

In addition, intellectual pursuits are held to benefit from a 
further mode of justification by virtue of their connection wi 
knowledge and rationality. It is convenient to begin our eann 
a ofthis view with a consideration oftwoofthe earliest and mos 
widely quoted versions of it. ; 

According to Peters (1966, PP- 166-66), fone seriously re E 
question, ‘Why do this rather than that?’ one iS commi e 
Considering anything which may throw light upon the ans™® 
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various kinds of intellectual inquiry available may all, so Peters 
argues, throw light on the answer to this question and, furth- 
ermore, what they have to say cannot be understood unless one 
actually engages in those inquiries to some extent. Even to ask this 
question seriously, he claims, entails a commitment to engage in 
inquiries of this kind. : 

With Hirst (1965), the emphasis is somewhat different, though in 
its fundamentals the argument is essentially the same. The main 
thrust of the article in which it appears is to develop the author's 
claim that there are various kinds or forms of knowledge, each 
distinguished by its subject matter, its central concepts, logical 
structure, characteristic modes of investigation and tests for truth 
or validity. The grasp of these forms of knowledge or modes of 
experience is constitutive of the development of mind itself, To ask 
for justification of this process only makes sense if one is already 
seeking valid knowledge, that is, knowledge as to how this process 
is to be justified. Though one can ask for the justification of 
particular activities, Hirst claims, one cannot reasonably ask for 
justification of the process of justification itself. All forms of 
knowledge, furthermore, contribute to our moral understanding; 
> our understanding of what we should do and how we should 

ive. 

It should be noted that in both versions 
are two points of em 
First, there is the clai 


of the argument there 
phasis, largely independent of each other. 

m that there would be some illogicality or 
contradiction in supposing that someone can seriously ask what 
one should do, or why one should engage in certain activities, 
while doubting that he is already committed to the pursuit of 
serious inquiries, Secondly, there is the claim that the various 
forms of intellectual inquiry throw light on the question of what 
an individual ought to do or how he ought to conduct his life. 
It is of importance to distinguish between these two aspects 
of the argument, since a frequently heard and possibly valid 


objection relates only to the first of these and does not touch the 
second. 


White (1982, pp. 10-14), among others, deals somewhat dismis- 
sively with the first part of the argument. He claims that to ask 
‘Should I pursue knowledge?’ may commit one to a concern with 
truth, but only in respect of that Particular question. It does not 
commit one to any wider rai 


nge of intellectual inquiry any more 
than does asking someone the time. If we have in the past rather 
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readily accepted the view that the pursuit of knowledge is 
self-justifying, this, White claims, is on account of other theories 
which we no longer find acceptable. In particular, he points to 
Hegelian Idealism according to which God, as Mind, is immanent 
in Nature and seeks to realize Himself through the extension of 
human consciousness, and Dewey’s evolutionary ethics in which 
the growth of human learning in the form of problem-solving has a 
critical part to play in the advance of the human race. 

White's tracing of this part of the history of educational ideas is 
fascinating and entirely convincing. As White himself would be the 
first to stress, however, the fact that a view has at some time drawn 
support from an invalid theory does not prove it to be false even 
though, as the result of a kind of guilt by association, it may be 
discredited in the eyes of a reader. The part of the argument here 
under discussion, however, deserves to be rejected for a number of 
other reasons, 

There is about ita rather circular ad hominem quality. A possible 
objector is effectively slapped down by being made to seem as ifhe 
has asked a nonsensical question, but no positive reasons are 
Provided for thinking that intellectual activities ought to be valued. 
The all important question: ‘So why ought these activities to be 
pursued, then? is simply ruled out of court. Even ifitis true, as Hirst 
Says (1965, pp. 126-7), that a certain contradiction is involved in 
asking for justification of the process of justification itself, our 
question ultimately remains unanswered and we are left unsa- 
tisfed and perplexed. The person who asks for justification may 
already be committed to the process of justification, but it is not 
clear from this why anyone else should be. Yet, despite this, Hirst 
and more especially Peters happily, and in my view perfectly 
satisfactorily, provide justification for the pursuit of intellectual 
activities in the other part of their argument. 

White's objection and the disparaging remarks of those who 
follow him (see e.g. Bailey, 1984, p. 38) seem to ignore the full 
amplitude of Peter’s argument. It is certainly true that anyone who 
asks a question normally manifests an interest in the truth 
rc8arding the answer to that specific question, and not much else. 

o very general questions such as those regarding the nature of 
to 800d life, or what activities someone ought to e oe 
te i of a rather special kind, a point disguise yy Ue In ig 

icted question, ‘Why pursue knowledge?’ which White (1982, 
P. 10) examines. The point, as Peters spells out very clearly (1966, 
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p. 161; 1973c, pp. 258-262), is that we cannot nie 

such profound questions without a good deal of knowle o i 

sustained reflection. One needs, for example, to know a great dea 

about the world and what it contains, about human affairs and the 
way they are arranged, about oneself and the human condition, 
about values and their justification and (if such there be) about the 
supernatural context of human life. Anyone who is seriously 
concerned to discover the nature of the good life- which cannot be 
stated simply like the answer to the man who asks the time — will be 
interested in the researches and reflections both of his contempor- 
aries, and those who have lived before him, 

But precisely these are the bodies of inquiry and reflection 
which constitute the great disciplines of the human mind, our 
‘forms of knowledge’, or ‘modes of experience’. They cannot be 
fully understood without engaging in them. Yet serious reflection 
on such things is essential to the ‘examined life’ which is alone 
worth living, for it alone is freely lived in accordance with valid 


reasons rather than habit, tradition, blind unconcern or the 
demands of others, 


simply an empirically 
regarded as instrume 
justification are linke 
logical relationships 
nating’ and ‘explaining’, 

Coming to see wha 


F tis involved in choosing a certain way of life is 
an integral part of th 


€ process of choosing whether to pursue itor 
not. If we are committed to making such profound choices in life, 
asitwill be argued we are, there is logically no way we can willingly 
avoid Considering such things as are relevant to this choice. BY 
contrast, the need to be Physically fit in order to decide properly- 
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if this were indeed necessary — would simply be the result of the 
particular make-up of the human organism. 

Needing to know which rat-poison to use is contingent in a 
rather different way. The need to know this depends on the prior 
decision that the rats need to be got rid of, and this may depend on 
a number of further considerations. The need to choose one’s way 
Of life is inescapable and all have an interest in choosing wisely. 

It is also necessary to take account of a number of reservations 
which may be felt, especially by those involved in the everyday 
business of teaching across the whole range of ability and academic 
aspiration. 

To begin with, the justification given above only seems to 
Operate among philosophers. On the argument so far, the only 
person who seems to be committed to engaging in a range of 
intellectual pursuits would seem to be the sort of person who 
actually asks ‘What should I be doing with my life?’ or whatever. It 
would never occur to many human beings ever to formulate this 
question. The Greek gentleman farmer or leisured eighteenth- 
century aristocrat might be tortured by the problem of how to 
Occupy his time, but for most people the problem is finding time to 
do the things we know we have to do. To the hard-pressed 

Ouse-person (or her husband) the appropriate response to the 
question ‘What should I do with my life?’ might seem to be ‘I wish I 
= your problems’. It might indeed even be asked whether people 
s € any choice about the lives they lead, or whether the 

Uggestion that they have is not simply an ideological device to 
ae truly coercive conditions under which most people 
tiie ee would be to take an unduly literal takei 
not Dien ae those of animals and other creatures, Our iv Sa a 
Program B by a range of automatic responses and gene k “4 
Of our beb | behaviour patterns or, at least, not entirely so uch 
response ees is to be explained not in terms of sam os and 
of ehavio ut of social institutions, practices, approve va T 
someone’s aa and the significance or appraisal we i a 
437) having thus and not otherwise (Oakeshott, 9 vi 
Usually hen when our behaviour is at its most convenia Ten 
extent hu case that we could, if we chose, act differently: To i 
consequent = beings are, like it or not, irremediably ree an 
254), It is R Subject to the demands of reason’ (Peters, se 
doing» a ways possible to ask ‘Is this what I want or ought to be 

£ For what reason?’ ‘Is that reason sound?’ and so on. Even 
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those who never think of asking these questions could in principle 
always do so. d 

In fact, the suggestion that choice only occurs in rather elite social 
contexts is rather patronizing. We all know that questions such as 
‘Do I really want to be doing this, living like this? come up pretty 
frequently in our own lives, even though we may hurriedly busy 
ourselves with something more immediately practical in order 
to brush them aside. In Western society, even in times of limited 
employment opportunities, vocational choices face most people at 
some point, especially in the later stages of their formal education. 
We do not, of course, choose our occupation freely, for our choice 
is limited by the options available. But even those who feel they 
must take whatever opportunities turn up usualiy have some clear 
idea of things they will not do in order to earn a living. Some 
Occupations will be too disagreeable, degrading or disreputable. 

Apart from the vocational area, the individual also has a range of 
options in the matter of life-style, how he will relate to others, and 
which others he will relate to. He will also make more or less 
conscious decisions regarding his spending priorities, leisure 
pursuits and the degree of his commitment to the various activities 
he engages in. 
It may be thought that in more primitive communities the range 
of options open to the individual is more restricted than in even the 
most deprived Western milieu, Consequently, it might seem that 
the cognitive and speculative activities of the kind we have been 
discussing are something of a Western idiosyncracy of little 
importance to the great mass of humanity that inhabit the huts and 
villages across the world. Significantly, however, all societies seem 
to possess a web of beliefs and appraisals which give meaning to 
What the group does and prescribes how life should be lived. It 
would, indeed, be difficult to conceive of a society in which this 
were not true, 

Two things are to be said about this fact. The first is that though 
these systems of belief and appraisal prescribe how life should be 
lived, they do not determine it. The tribesman or peasant may have 
no possibility of becoming a ballet dancer or engine driver. Even 
his place within his group may be closely circumscribed. But even 
within the local value system he may be a more or a less brave 
warrior or hunter, a more or a less reverent performer of the 
rituals, a more or a less careful tiller of the soil, and so on. Within 
the group, some will be more conformist than others and no doubt 
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there will be grumblers, recalcitrants, rebels and rank outsiders. 

The second thing to be said is that if there is a system of beliefs 
that governs one’s behaviour, everyone has the strongest possible 
interest in knowing whether those beliefs are true. The belief may 
relate to the best ways of producing healthy crops, the sinfulness of 
taking a more varied diet, the prospects of a satisfactory life in the 
township over the hill, or the dire punishment that awaits 
adulterers in the after-life. If the local beliefs in these matters are 
false, one wants to know in order to arrange one’s affairs most 
advantageously. In both advanced and more primitive societies, the 
individual has but one life and misinformation or a failure to 
appreciate the true nature of the options open to one and the 
consequences of one’s choices may prove costly. 

The various forms of intellectual inquiry we possess, with their 
tests for truth and procedures of criticism and appraisal, are, of 
course, designed to liberate people from beliefs that are limited or 
untenable — Bacon’s idols of the tribe, den, cave and market place. 

This is no arrogant assertion of the primacy of any particular 
Western’ form of rationality. As will have been clear, the point is 
that all human beings have an interest in scrutinizing their beliefs 
with whatever are the best means available to them. One might 
think that recently evolved Western intellectual approaches, with 
their rejection of authority, built-in procedures to allow for 
Openness and change and insistence on public standards of 
evidence and argument have certain advantages, including a 
Powerful unify ing function in an increasingly inter-communicating 
world, But experience and more open-minded attention to other 
'aditions may eventually suggest that our understandings are 
șhallow, lacking in subtlety or deficient in ways we have not yet 
bs to appreciate. There can be no final count of ways of 

PPrehending the world and the individual's position in it. 
shone, there can be no final answer to the question, oy 
Teley, One live one’s life?’, or even ‘What considerations 

ae to the answering of this question?’ 
ings Be upon the importance of the cognitive for ae 

Or Particularly necessary in view of recent suggesti , 

o Some Citizens at least, an education centrally based A 
1968, 5 and understanding may be inappropriate Ges i 
Education eto) Narrow interpretations of the recen| log ; 
ucht on for Capability’ (Burgess, 1986, p. ix) may also encourag 

endencies, But, as may have been inferred from previous 
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paragraphs, if pupils are not given access to knowledge and 
understanding — real knowledge and understanding, that is -which 
actually enables them to comprehend and to a degree control their 
own lives, they will acquire something else instead. Groups may 
generate their own folk wisdom, their own explanations of the way 
things are, their own maxims of prudent or admirable conduct. 
Willis (1977) graphically shows this process in action among 
working-class adolescents turned off by the formal educational 
system. Whatever advantages in terms of relevance and accessibility 
may be claimed for such ‘knowledge’ generated by the group in the 
light of its own life needs, however, it is bound to have grave 
shortcomings. Without the rigorous testing and scrutiny from 
which mainstream knowledge profits, it will be more parochial, 
more limited, more prone to prejudice and error and, above all, 
calculated to anaesthetize rather than to liberate. This is always 
Supposing, of course, that those for whom ‘an intellectual edu- 
cation is not appropriate’ are not simply fed a set of attitudes 
aod commitments which it suits the interest of others for them to 
adopt. 
In suggesting that the promotion of knowledge and understand- 
ing should be regarded as centrally important educational aims, it 
1s not assumed that old-fashioned, so-called ‘didactic’ teaching 
methods said to be typical of ‘academic’ schools in the past are the 
best way of developing the cognitive abilities of all, or indeed any, 
pupils. Rightly used it seems quite likely that newer, apparently 
more practical methods involving group discussion in which 
pupils are brought to grasp the point and purpose of their own 
learning will be more effective in this regard, But such approaches 
need not only careful monitoring but a clear understanding on the 
part of the teacher that the aim remains that of cognitive 


development rather than mere performance or the exercise of 
social or communication skills, 


Knowledge and understandin, 
children must ac 
individuals comp 


g are not, of course, the only things 
quire during their upbringing. Not only must 
rehend and, as far as possible, choose the life they 
are to lead, they must also be capable of meeting its demands. This 
may well entail acquiring certain vocational skills at an appropriate 
point. One not only needs the ability to make discriminations of 


value but also the moral character to act accordingly. One needs a 
Sensitive understanding of others, but also the interpersonal 
competence to 


manage one’s relations with them successfully. One 
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needs to understand the workings of society and its faults, but also 
the abilities and commitment to do something about them. 

All citizens, like the teachers who are drawn from their ranks, 
need both knowledge and understanding to choose and to reflect 
upon their aims, and also the skills and capabilities to carry them 
Out. But the practical and the cognitive are not two equal and 
balancing educational requirements. Skills and competences, 
unlike knacks, dodges, reflexes and instinctive behaviours are 
inconceivable without a good deal of knowledge and understand- 
ing. Quite apart from this, however, a world peopled by individuals 
with a high degree of capability, skill, persistence and so on but 
insufficiently guided by judgement, reflection and criticism would 

€ a veritable nightmare. Such individuals, whether teachers or 
citizens in general, are potential juggernauts. 
N For this reason, the education of both teachers and citizens must, 
(D its aims if not always in its methods, retain a central and 
ndamental bias towards the cognitive. 
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Chapter 1 


A central text for the understanding of an aim and its relationship to P 
activity to which it belongs is Peters (1964). Dewey (1916, pp. 100-10) also 
throws valuable light on the question, and the issue is taken further by 
Peters (1973b; 1973e) and by Sockett (1972). Davies (1976) provides a 


sound and thorough account of the contrasting notion of an objective, 
including a behavioural objective. 


Chapter 2 


Peters (1964, 1973b) and Hirst and Peters (1970, pp. 1—41) discuss the 
concept of education at length. White (1970) is widely regarded as the 
standard piece on indoctrination. Degenhardt (1976) adopts a similar 
point of view and Snook (1972) is a useful collection of articles on he 
subject. White (1972) explores the relationship between education an 
socialization. 

Those who wish to follow up traditional theories of ethics are referred to 
Raphael (1981), Warnock (1967), MacIntyre (1967) and Williams (1972), 
and for a brief summary of the main theories, Peters (1966, ch. 3). : 

Scheffler (1962, pp. 11-35) deals with attempts to derive imperatives 
from definitions (of education) but serious students may wish to consult 
the classical source of his argument in Hume (1751, 3.1.i, pp. 507-20) i 
well as work on essentially contested concepts by Montefiore (1979) an d 
Naish (1984). A discussion of the relationship between individual an 
social aims is to be found in Hargreaves (1982) who argues for Ean 
greater attention to the latter, and valuable light is thrown on the histone 
development ofthis relationship, as well as on that between individual an 
Social aims and the pursuit of knowledge and reason, in White (1978); 
White and Gordon (1979) and White (1982, pp. 9-22). 

This last mentioned work as a whole is essential reading for anyone 
concerned with the philosophy of educational aims. 
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Chapter 3 


The best-known exponent of utilitarianism in an educational context is 
Barrow (1975a; 1975b; 1976). Wilson (1979, pp. 135-62) and especially 
Dearden (1972c) may also be consulted with profit. Mill (1861) is an 
accessible primary source for the doctrine of utilitarianism of which Smart 
and Williams (1973) is a full but readable critique. The general works on 


ethics mentioned above also have very satisfactory sections on utilitarian- 
ism. 


Chapter 4 


For discussion of the ‘child-centred’ aims of ‘growth’ and meeting the 
needs and interests of the child see Dearden (1972a; 1972b), Peters (1969) 
and Wilson (1971). 

Those wishing to pursue the topic of child-centred education in a wider 
historical context are referred to Rousseau (1726b), Dewey (1938), Neill 
(1962) and Montessori (1936) in the first instance. 


Chapter 5 


The most lucid and satisfactory treatment of autonomy is Dearden (1975), 
but see also Dearden (1972d), Gewirth (1973) and, for a slightly different 
Perspective, Crittenden (1978). Bonnett (1986) tackles the subject of 
authenticity but the essential text on this topic is Cooper (1983). 

Those wishing to pursue the implications of existentialism may find 
Sartre (1946) and Warnock (1967) reasonable starting points. By far the 
Most accessible and convincing expressions of the existentialist value of 
authenticity, however, are to be found in literary rather than academic 
Works. Sartre’s Les Mains Sales, Anouilh’s Antigone and Camus's L Etranger 
‘re all highly readable and available in English translation. Sartre's La 


usée is frequently quoted as a key source but is usually reckoned to be 
eavier going. 


Chapter 6 


a chapter draws heavily on material and argument included in winga 
Useful Relevant additional reading falls into three main aon : 
Ound Teferences to official and quasi official statements of policy a 
and Ai in Wringe (1981a) and Bailey (1984, ch. 9). The bibliography o! ou 
are tkinson (1982) contains details of MSC publications. Secondly, there 
radical critiques of vocational schemes and policies. Rees and Atkinson 
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(1982) and Gleeson (1983) adequately convey the flavour of these. Thirdly, 
a relatively small number of philosophical treatments exist of the issues 
involved. Bailey (1984, ch. 9) is scholarly and thorough and Jonathan 
(1983) provides a stimulating and rigorous treatment of a number of 
important aspects, particularly the notion of generic skills. See Dewey 
(1916, ch. 23) for an earlier treatment of the central issue. 


Chapter 7 


Straughan (1982) provides an excellent introduction to the subject of 
moral education, with many useful references and suggestions for further 
reading. Other widely used introductory accounts are Wilson, Williams 
and Sugarman (1967) and Downey and Kelly (1978). For further reading 
on socialization and indoctrination see suggestions for Chapter 2 above: 
White (1972), White (1970), Degenhardt (1976) and Snook (1972). 


Chapter 8 


Anyone seriously interested in the issues of equality and social justice will 
wish to be acquainted with some of the major texts of the Enlightenment 
on this subject such as Rousseau (1762a), Paine (1791) and especially 
Locke (1689-90, Second Treatise). 

For a variety of perspectives on the twentieth-century debate on equality 


of opportunity in education see Crosland (1962), Jencks (1975) and 
Cooper (1980). 


Chapter 9 
Nozick (1974) and Rawls (1973) are discussed in this chapter and though 
these (especially the lat 


; tter) are substantial works, many readers will no 
doubt wish to consult the Originals. The essential chapter for Nozick's 
concept of justice is Chapter 7. The main outlines of Rawls's position are 
ee in Part I. Barry (1965) provides a useful critical commentary On 

Peters (1966, ch. 4) and even Benn and Peters (1959, ch. 5) may usefully 
be consulted for accounts of the older concept of justice as fairness. 


Chapter 10 
bis € exists a good deal of material detailing the mechanisms which lead 
0 inequality and injustice in respect of race and gender, and make positive 
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recommendations for policy. Philosophical treatments of both issues are 
rare. In this regard Richards (1980) is a must on gender and Mill (1883) 
provides an earlier philosophical treatment of the topic. 

Arnot (1985) brings together a collection of stimulating articles on both 
race and gender. Philosophical issues related to cultural pluralism in 
education are discussed by Zec (1980) and Wilson (1986). The 900-page 
Swann Report (Department of Eduation and Science, 1985), or a summary 
of its main findings, will be necessary reading for anyone concerned with 
this issue. 

Willey (1984) is a good introductory account of alternative responses to 
the racial situation in schools and Bagley and Verma (1983) is a collection 
pr studies of the experience of ethnic minority children and adolescents in 

ritain. 

Goldman (1979) and Dworkin (1977, pp. 223-39) discuss in detail issues 
raised by the practice of reverse discrimination. 


Chapters 11 and 12 


In the literature of the philosophy of education there is no shortage of 
material on the issues discussed in these two chapters. Peters (1966, ch. 
5), Hirst (1965) and Peters (1937c), as well as Elliott (1975), are central, but 
additional and more critical accounts are provided by White (1973, pp. 5- 
24; 1982, pp. 9-22), Barrow (1976, ch. 3), Degenhardt (1982) and Bailey 
(1984). A reading of Winch (1958) and Oakeshott (1971) is valuable for 
their emphasis on the part played by the cognitive in human affairs, A wider 
Perspective on rationality is provided by the various essays (especially that 
by Lukes) in Wilson (1974). For an outright rejection of the view presented 
in these chapters, see various articles (notably those by Esland and by 
Young himself) in Young (1971). In this connection see also Bourdieu and 


an (1970) which is, however, not easy reading in either English or 
Tench, 
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